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This dissertation argues that study abroad presents an enormous opportunity for the 
vigorous interrogation of received traditions on a global scale, that not only augments skills and 
equips students with knowledge, but also enriches attitudes and strategies to understand and 
manage themselves and their global relationships. This argument is presented through a three-
part scaling down approach that: 1) charts a course from the broad contours of globalization and 
education towards the role and purposes of study abroad as a practice, 2) analyzes aspects of 
global learning in conjunction with critical pedagogical approaches to learning, and 3) presents 
both theoretical and practical insights based on particular stories and details presented in the case 
study of an exploratory course titled, Global Learning: Study Abroad Exploration. This was a 
course designed as program of guided reflection meant to enrich student articulations of global 
learning afforded by the experience of studying abroad.  
This study’s case analysis demonstrates how students produced thickly descriptive 
narratives. Moreover, course descriptions and narrative details demonstrate how participants 
made detailed, critical, and concrete connections between specific international experiences and 
their discernments of an expanded worldview. In other words, this study demonstrates how a 
program of guided reflections for study abroad, that approaches student-centered learning as a 
critical global pedagogy, brings into greater focus the fundamental rationale of self-awareness 
and discovery; as people thinking and learning in situations that find themselves rooted in 
temporal-spatial conditions which mark them and which they also mark. This is a study that can 
provide practical insights that support institutional or programmatic approaches for study abroad 






Although I find rather daunting to acknowledge all who have contributed to the 
completion of this project, I will do my best to express my sincere gratitude. First, I would like to 
thank all the students who allowed me to research their genuinely sincere self-expressions. 
Second, I would like to express my gratitude to the various study abroad offices across campus 
who work tirelessly to provide so many opportunities for our university students. 
I cannot express enough my gratitude for my family in supporting me during my studies. 
To my Mother and Father, I thank you for my upbringing that supported my development of 
compassion, empathy, and a work ethic necessary to complete this project. To my Mother-in-
Law and Father-in-Law, I thank you for all the support you have provided over the years. To my 
wife and sons, I thank you for your love and patience. When I look at you, I realize the 
importance of my work and hope in future generations is a direct result of my love for you.  
Finally, I would like to thank those who have supported my intellectual curiosity, 
scholarly development, and professional growth. To Dr. Allison Witt and Dr. Nicole Lamers, I 
thank you for the opportunity to develop as a study abroad professional. To Dr. Norman Denzin, 
I thank you for showing me the value of my own story. To Dr. Cameron McCarthy and Dr. Cris 
Mayo, I thank you for genuinely sharing your profound knowledge and wisdom as I doubted my 
abilities and place as a scholar. Cris and Cameron, you both have helped me develop into a more 
discerning person who has come to understand the enormous value of seeking to empathize with 






Table of Contents 
PREFACE: AN INTELLECTUAL JOURNEY .......................................................................................... V 
CHAPTER 1: INTRODUCTION ................................................................................................................. 1 
CHAPTER 2: GLOBALIZATION, EDUCATION & STUDY ABROAD ............................................... 13 
CHAPTER 3: GLOBAL LEARNING ASPECTS & APPROACHES ....................................................... 43 
CHAPTER 4: EXPERIENCE AS THE OBJECT OF INQUIRY: METHODOLOGY & DATA 
ANALYSIS ................................................................................................................................................. 75 
CHAPTER 5: FORMATIONS OF SELF-EXPRESSIONS ....................................................................... 92 
CHAPTER 6: SELF-EXPRESSIONS & THE SYNTHESIS OF TRANSFORMATIONS ..................... 118 
CHAPTER 7: FINDINGS & DISCUSSIONS .......................................................................................... 150 
CHAPTER 8: PRACTICAL INSIGHTS & FUTURE DIRECTIONS ..................................................... 167 
REFERENCES ......................................................................................................................................... 190 
APPENDIX A: COURSE SYLLABUS DRAFT ..................................................................................... 198 
APPENDIX B: RE-ENTRY HANDOUTS .............................................................................................. 211 





Preface: An Intellectual Journey 
 
“…each of us carries around those growing-up places, the institutions, a sort of back-drop of the 
past, within a frame of perception that is so familiar, so safe that it is terrifying to risk changing 
it even if when we know our perceptions are distorted, limited, constricted by that old view.” 
Minnie Bruce Pratt, (1984, p. 17) 
 Our perceptions or vision of the world seem to depend so much on what we see in a 
general sense of the places we are and have been. The narrative presents an idea of a ‘correct’ 
order. And, just as a place cannot be moved and integrated into another, people’s identities 
associated to a certain place can be in conflict with past experiences of places where different 
orders and identities were formed. I take this idea of a ‘correct’ order as an identifier where the 
influence of a real place, in a geographical sense, has profound effects on our perceptions of 
identifying others and even ourselves. Minnie Bruce Pratt gives us a sense of the difficulties and 
pain involved in the process of changing perceptions, how past experiences influence 
perceptions, and how identities can stifle a desire to change even with a willingness to endure the 
pain and loneliness caused by detaching from familiarity. This can be seen as a movement both 
introspectively in critical self-identity as well as moving through an identifiable physical 
environment, which greatly affects travel between cognitive and physical domains.  
 In Lugones’ (1987) descriptions of ‘world’ traveling, a world represents the proper order 
of your own perception or arrogance, and traveling is a metaphor for another metaphor… “to be 
in someone else’s shoes”. For Lugones flexibility is a necessary trait for the outsider.  The 
outsider in situations can exercise flexibility where people are receptive to experiencing a new 
vantage point. Lugones recommends ‘world’-traveling with an attitude of playfulness that fosters 
empathy and love. To the extent that we learn to perceive others arrogantly or come to see them 
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only as a product of arrogant perception and continue to perceive them that way, we fail to 
identify with them-fail to love them-in this particularly deep way. 
 And to remedy arrogance, Lugones modifies Marilyn Frye’s (1983) account of loving 
perception by adding what she calls playful “world”-travel and that racism is an issue of not 
identifying with another but arrogantly against. In the realization of identifying with one another, 
we realize that we are dependent on each other and we could then love one another. Lugones 
writes that we must travel to one another’s “world” in order to be understood. Much like Pratt’s 
places identifying herself, Lugones uses ‘worlds’ in which we live as our self-identity in an 
identifiable place. And, “worlds” as self-identities can be interacting in a geographical place as a 
collection of intermingling individual identities that influence one’s own world. If we are 
“world”-travelers, we are conscious that we are and can be different in different “worlds”. This is 
where travel is employed as shifting perspectives by attempting to understand another’s view, 
their world. And, “worlds” as self-identities can be interacting in a geographical place as a 
collection of intermingling individual identities that influence one’s own world. Of course, this 
should be ‘playful’ when discovering unity but very ‘un-playful’ and, perhaps, disheartening 
when world traveling turns into a conciseness of oppression, either as the oppressed or oppressor.  
 It is within this analogy of travel, perceptions and consciousness that I have come to 
approach my graduate studies and build upon my intellectual curiosity surrounding the 
educational value and transformative potential of study abroad. Stacy Holman Jones (2013) 
described her relation to autoethnography as a way for us to be present to each other, a way to 
tell our stories in a space that allows us to create a relationship embodied in a performance of 
writing and reading. For jones, autoethnography is reflexive, critical, loving and chosen in 
solidarity. Jones considers the power of texts as a means, “to write us into and out of being, as 
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well as how identities and lives are performed in relation to others. (p. 19)” It is within my own 
personal narrative, my own autoethnography, that best describes the epistemological 
transformations afforded to me through travel and study abroad, which espouses my background 
in order the highlight how I have come to approach this academic study. Moreover, it presents 
my own valuing process, one in which learning abroad has expanded my views upon return. It is 
a narrative that writes myself “into and out of being” as well as how my own identities have been 
“performed in relation to others”. Finally, it is a narrative that illustrates how I have come to 
write my own voice into the scholarly field of Global Studies in Education. It is a voice, in a 
critical tone, which aims to examine the educational value of study abroad; not only in its 
utilitarian possibilities, but also as an experiential opportunity for the vigorous interrogation of 
received traditions, through the performance of being a ‘world’ traveler.  
 We all begin in our own small corner of the world, which can have profound effects on 
our perceptions of identifying others and even ourselves. As for myself, I was raised in a small 
white Midwestern agricultural community. The schools I attended were small, my community 
was small, and cultural diversity really could only be gauged by one’s Christian denomination. 
This is my sort of backdrop of the past. My small community was that growing up place, my 
original frame of perception, that place that was so safe. It was the world in which I was born, 
but now, it has become one of the many different worlds in which I live.  
 The rural Illinois community of my youth was a homogenous experience. It was a 
childhood that felt safe and one that I loved. The farmhouse where I was raised was a beautiful 
place then and still is now. It rests on the banks of a small prairie river where the timber 
surrounding two sides of the house open into an expanse of fields and an unobstructed view of 
the southeastern horizon. In my youth, I developed an eye for spotting whitetail deer in the field 
viii 
 
to the south and east, especially at dusk and nighttime, crossing the road to the house, as 
silhouettes disappearing into the hedgerow, to be spotted again far out in the field.  
 Upon graduating high school, I began roofing but roofing wasn’t my trade of choice. I 
had been born into it. It was a natural opportunity and I had taken it at a young age, not out of 
interest but convenience. Roofing was my family’s business, my father’s and my grandfather’s 
before him. I knew how hard it was on my father. I saw him come home covered and reeking of 
asphalt, sore and just beat down tired. I too spent many evenings in the same beat down tired 
state. It’s physical, dirty, hot and cold, and the thought of a lifetime of this type of labor focused 
my opportunistic gaze on places beyond. I pitied myself and daydreamed of what I perceived as 
a better living, if only I could make more money. But, getting rich was never really the objective 
of the business. My grandfather once told me: “If you do a good quality job, you won’t get rich, 
but you’ll always make a living.” He was right and I never went hungry. But, in June of 1997, I 
left the family business, my rural home and the security of a job I knew very well. I headed south 
to New Orleans to trade the Illinois cornfields of my youth for Louisiana bayous and roofs for 
oilrigs. 
 Traveling great distances to fulfill contracts was the norm rather than the exception. I was 
working as an engineering technician, firmly embedded in the global industry of petroleum. My 
first international travel experience of any kind was an industrial job in Tampico, Tamaulipas on 
the Mexican Gulf Coast. Upon arrival, there was an American man waiting at the airport to 
transport our crew to the jobsite, a shipyard in Tampico. We passed a landfill on our way to the 
shipyard from the airport. It was lined with shacks full of people scavenging stuff from the 
rubbish. As we approached the shipyard, we had to pass through hundreds of men and makeshift 
merchant tents on the periphery of the fence to get to the gates. Our driver told us that the men 
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line up outside the gates every morning hoping for a chance to work for the day, but very few 
ever get the chance. After entering the gates, I was advised to stay within the fence and away 
from the merchant tents. It was amazing to me that titanic global industry, good jobs, and 
prosperity were neighbor to squalor and destitute at a level I had never seen in the States. I felt as 
though I was witnessing first hand some sort of eye opening documentary, but the sensory input 
of the sights, sounds and smells was far more powerful that anything I had ever seen on TV. I 
wasn’t sure if I was supposed to feel pity or fear.  
 Travel through south Texas was frequent. I always told the guys in my crew when we 
drove through south Texas between Houston and Corpus Christie that the farmland looked 
almost exactly like the farmland back home, and if I didn’t know, I would think I was back in the 
Midwest. Then one day on a run from Houston to Corpus that was extended south to the border 
town of Brownsville, I saw something peculiar. Yet, it appeared so familiar. It was nighttime and 
I was heading south. I had just passed a highway border patrol checkpoint nearly a hundred miles 
north of the Mexican border (border checkpoints were only stationed on the northbound lanes) 
when I spotted deer, just beyond the reach of my headlights, crossing the road from the 
northbound lanes over into the southbound lanes. Only, it wasn’t deer, and as I got closer, I saw 
that it was people evading the checkpoint. There were nearly fifty people scrambling to get 
through the brush that lined the edge of the road and into the field beyond. I noticed those who 
got through the hedgerow running across the field were just silhouettes in the night, but those 
caught in the headlights were really scared, frozen in fear…like deer in headlights. 
 What privilege I possessed in such a strange irony. I was heading south for opportunity 
from a job I chose to leave behind. The ‘clandestinos’ were heading north. I was amazed at how 
eerily similar the scene of those people crossing my headlights was to my memories of tracking 
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deer through the hedgerows and across the field back home. I remembered how I perceived the 
news stories of a porous southern border as a blatant illegal act, as an invasion of animals that 
were trying to take our jobs by working for scraps! I remembered how being in the roofing 
business was getting tougher and tougher due to cheap immigrant labor. But, they weren’t 
animals and who would fill the jobs of men like myself, and what would they endure to possess 
what I cast aside?  
 At that moment, traveling on that South Texas highway, I became cognizant of the 
Global North-South Divide (although I didn’t possess that terminology at the time). It was an 
epiphanic moment that illuminated what place meant in the lottery of birth. I thought of the daily 
crowd of men waiting outside the shipyard in Tampico for a chance to labor for a day. The image 
of the clandestine, the illegal immigrant, the “alien” has forever been replaced with images in my 
mind of the dire straits that compel people: to flee, to risk the services of the coyotes or to cross 
the Rio Bravo and wander on foot through the scrub brush in the sweltering heat of South Texas 
and for what…refuge or perceived opportunities? I can’t answer that question, but those people 
on that South Texas highway had nothing but the hope of blending into the environment like a 
white tail deer. And, I can’t help but think of how roofing wasn’t my trade of choice. 
 It was through this experience, among others as an engineering technician that I consider 
being the staging point for my future educational experiences and academic endeavors. 
Specifically, it was my experiences in New Orleans compared to the homogenous time of my 
youth, and traveling throughout the Gulf Coast and Latin America where I began to reflect upon 
diversity and seek out opportunities to learn from others unlike myself. Subsequently, I returned 
to my roofing roots, once again out of convenience. It was a means towards an opportunity to 
embark upon a college education, afforded by the flexibility of working in the family business. 
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However, wanderlust had taken hold of me and the world in which I lived seemed much different 
than the world in which I was born.  
 I sorely missed the cultural, ethnic, and language variations I experienced while working 
across the U.S. and abroad. I filled this void by beginning Spanish language studies through 
community college night courses and I began to travel independently. I was especially fond of 
international travel. I must have considered it a badge, and one that I wore proudly and 
oftentimes arrogantly, because it gave me a distinct narrative to share with my seemingly 
insignificant rural community. However, no matter where I traveled, I found pieces of my home 
culture everywhere. I would return home to find signs of my travel experiences stateside where I 
had never recognized before. Travel not only gave me this narrative I’m outlining here, but also 
gave me a wider perspective of human conditions. The narrative of my travels began to 
transform itself into an internalized and international dialogue with that sort of backdrop of the 
past. I can’t help but think about how my first job as a teenager had silently been transformed 
right before my eyes. That job was de-tasseling and in 1990 de-tasseling was a seasonal and 
laborious unskilled job reserved for local teenagers paid by the hour. Today, seed field de-
tasseling (if not totally mechanized) is primarily contracted to seasonal migrant workers who are 
paid per acre and come and go largely unnoticed, transported to the fields in school buses so 
familiar to the landscape. Language learning coupled with travel seemed to have widened that 
frame of perception that was so familiar. I came to realize that I had never considered how global 
contexts could be exerted on a place that I felt was completely insulated. The more often I would 
seek out opportunities to practice Spanish at home, the more often I came across men feeling me 
out through conversation and waiting for an opportunity to ask if the roofing company would 
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hire Mexicans. I remember thinking how easily those men could have shared the obverse of my 
experience on that South Texas highway.  
 In 2006, I entered university life as an undergraduate Spanish major. It was from this 
point on where travel and study merged into study abroad. My studies continued to increase my 
proficiency in the Spanish language. And in 2008, I participated in an international semester 
exchange program in the city of Granada located in the South of Spain, which augmented these 
skills by adding to the internalized dialogue. In retrospect, I realize that my pre-departure 
imagination of Spanish culture was very static. It was a romantic imagination filled with images 
of Spanish cathedrals, flamenco and paella. It came to be replaced by a dynamic image of a 
Spanish culture in an evolution from: al-Andalus, to colonial empire, to a closed-off dictatorship, 
and ultimately something akin to the border crossing between Texas and Tamaulipas. My 
coursework, both in my home and host institutions provided me the means to develop a skill. It 
also provided a narrative, as an idea or concrete knowledge…a correct order of things…of 
people and places… that I could have learned in any institution around the world. However, it 
was the immersion of studying while in Spain that provided a dialogue, in the sense of my own 
performance in relation to others.  
 Program excursions provided me with tours of La Alhambra and the Mosque–Cathedral 
of Córdoba. Where, the Reconquista was preserved not only to be seen by the eye in the blending 
of Christian and Islamic architecture, but also to be felt by running one’s fingers over the distinct 
delineation between exterior cathedral walls built on the foundations of razed mosques. I 
participated directly in the local community as a weekly volunteer English instructor for gitano 
(gypsy) students in a local parish afterschool program. Where, organizers expressed concerns for 
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opportunities to augment English learning, while parish elders attributed Spain’s relative 
monolingualism to the isolation of Spain during the Francoist period.  
My host while in Spain was a woman who supplemented her income as an aesthetician 
by boarding international students, most of which came from the States. She had two young 
children and was married to a Moroccan immigrant who lived in a separate residence. I once had 
asked her if she would like me to prepare a meal for her and her and her family. She was 
delighted but also communicated her concern for the proliferation of the American diet, which 
she attributed to increased rates of obesity within Spain. Subsequently, I was tasked to eat more 
apples from the fruit basket so that the children could see that: “Americans eat fruit too.” 
Moreover, I witnessed the monumental election of President Obama while in Spain. I remember 
being anxious to hear more about the election, but with two young children in the house and one 
television it was too much to commandeer the set for hours. I crossed the street to a bar I 
frequented to see what news I could gather about the election.  
 The bar was an establishment that was far from the tourist center of the city and just a 
few doors down from my host’s shop. Many of the patrons and bartenders recognized me as the 
American who lived across the street with Charo. I sat down, ordered a beer, said hello to a man 
sitting next to me, and I asked if he had seen any news stories about the election in the U.S. I 
then began to receive congratulations from patrons, along with handshakes, hugs and kisses. The 
Spaniards I shared that evening with seemed encouraged by an image of a changing American 
identity, as a type of maturation, evident in the election of a black man to the office of president. 
I don’t know if my presence that evening sparked a celebration, but it was no doubt a celebratory 
night. People kept coming to me that night to talk with the American who could understand their 
language. It was such a wonderful moment in my life. As the crowd grew more boisterous and 
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sunny while the sky darkened outside, I felt as though I had crossed a threshold and became part 
of the community I struggled to engage.    
 It was evident that the conversational skills I had been developing were coming to 
fruition. I was standing at the bar enjoying a drink with my energetic interlocutors, with a level 
of comfort similar to being in my favorite haunts back home. We were sharing stories, laughing 
and reveling in our international conversation, in a neighborhood as seemingly insulated as my 
own ‘growing up place’. I didn’t notice that a Senegalese man had entered the bar pedaling 
counterfeit watches. I felt an arm go around my shoulder when a cheer filled the 
room…“Obama!” As glasses rose to toast the black immigrant standing still holding his box of 
watches, he looked startled and confused…frozen in fear like a deer in headlights. It became 
evident to me that I was standing on another threshold. My mark as a ‘world’ traveler was in 
stark contrast to another who occupied the very same room. I was the tourist and he was the 
vagabond. In my pre-departure expectations, I did not imagine that I would learn so much about: 
myself (through the eyes and voices of others), global interconnectedness and the seemingly 
interminable flow of people across borders. Most importantly, I learned the importance of being 
cognizant of how identities and lives are performed in relation to others.  
 In 2010, I found myself studying abroad once more. This time I was in the city where the 
Spanish Conquistador Hernán Cortés had made his residence during the colonization of Mexico. 
Yet again, I was able to touch the lines between cathedrals built upon the foundations of razed 
Meshika (Aztec) pyramids. It felt as if the lines in the stones were part of the geological record to 
be cross-referenced between Spain and Mexico. While in Cuernavaca, U.S. media interpretations 
of violence between drug cartels and the government provoked cancellations at the language 
school I attended. I was put to work writing letters countering the image of a lawless Mexico in 
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its entirety. My classmates, many of whom were developing language skills for German 
businesses in Mexico, were put to a similar task. As I spoke about this task with my Germans 
collaborators, I found myself not only reflecting on my experiences in Cuernavaca, but also 
acting on it by promoting and advocating for international study as a means for better 
understanding the interconnectedness of the world, with all its risks and rewards.  
In retrospect, this was an exercise in praxis that, in part, came to affect my focus on a 
concept that had been driving my own personal convictions and perceptions of opportunity. I 
came to realize the scope of globalization is rapidly expanding, although it is often times 
presented as a shrinking process. I found that many of the concerns of the people I met through 
my journeys were as similar and as naïve as mine. This is where my own study abroad narrative 
ends and my voice enters a dialogue within the broad contours and epistemological assumptions 
in the scholarly field of Global Studies in Education. It is a field I would describe as: 1) how one 
might begin to understand the rapidly changing world in the contexts of globalization and 
internationalization, and 2) communicating this as knowledge to fellow human beings. This is a 
dialogue that is both epistemological: “how are we to know?” As well as praxeological: “what is 
to be done?” 
 Through much of my lifetime, I equated capitalism with democracy in a very black and 
white image, such as the cold war image of capitalist democracies serving as a polar opposite of 
communism, in a sense of abundant opportunities versus none at all. This black and white image 
of cold war politics and economic opportunities was always a global concern of tremendous 
consequence. However, the current image of a growing Chinese consumerist culture under a 
communist state presents a more colorful depiction with special administrative and economic 
zones. Multi-dimensional dynamics associated with contemporary concepts of globalization are 
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creating radiant mosaic of separate but interconnected pieces adhered to one another through 
structures, institutions and practices. Besides specifying structures, institutions and practices, 
globalization is discourse. It is a policy debate of tremendous consequence that is shaped as 
much as a result of institutions in reaction to globalization as any concept of globalization itself. 
Its conceptual nuances form the sense that matters in the field of Global Studies in Education. 
Therefore, it not only intellectually ambitious to chart a path through globalization theory, as a 
means to distinguish justified beliefs from opinions, but it is also essential for considering how a 
lesson or a skill is enacted, embodied or realized. This appears to be a reasonable consideration, 
especially when promoting the value of study abroad as being transcendent, transformational, 
and capable of fostering global citizens.  
Yes, I believe the experiences of living a cultural alternative can be profound and 
transformative for many individuals, but often understanding this can be elusive. Therefore, my 
drive to complete this project comes from my desire to promote and help further develop the 
field of study abroad as an educational practice capable of equipping students with the ability to 
interrogate received traditions. I say this because, there is another way to understand learning 
that does not think of learning acquiring something that already exists. If we think of learning as 
the harvesting or refinement of something natural, we can say that someone has learned 
something, not when that person is able to copy and reproduce what already existed, but when 
someone responds to what is unfamiliar. Then, learning about the world and your place in it 
becomes a production as much as a performance.  
 This should not only have the effect of shifting the valuing process of studying abroad 
towards the students themselves, but also equip students with the skills to apply the 
meaningfulness of their international experiences towards the refinement of their knowledge, 
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disposition and skills for future endeavors. In other words, education abroad and global learning 
are both experiential and performative. Study abroad is an experiential opportunity for the 
vigorous interrogation of received traditions through the performance of being an international 
student that has enormous potential to enhance global learning and intercultural competencies. 
However, in the age of global brands and constant connectivity, tactful interventions are more 
important now than ever before. 
Just as I began this preface with Minnie Bruce Pratt’s words giving us a sense of the 
difficulties and pain involved in the process of changing perceptions, I conclude by saying that 
this is what makes education abroad such a valuable practice. It can be as challenging to one’s 
identity, knowledge and skills as it is as rewarding. There is so much potential growth for 
students who study abroad as a direct result of adjusting to the perspectives of life's challenges 
along the way, both in the classroom and community. That is why the cliché “it was life-
changing” is so commonly heard when returnees describe their time abroad. Therefore, I believe 
a critical pedagogical approach not only allows students to analyze and synthesize their own 
learning but can also be beneficial for practitioners to better understand what experiences are 
impacting the way students interpret global learning and competencies.  
With the following study, I am continuing my own intellectual journey in a way that is 
both epistemological: “how am I to know?” As well as praxeological: “what can I do?” It is a 
journey that does not mean to imply that students or people in general are deficient or inaccurate 
in their abilities to use skillful judgment to think beyond platitudes and stereotypes. Rather, it 
suggests that skillful judgment requires one to understand how one’s place in the world both 
informs and limits one’s knowledge. Nor does it mean to imply that prescriptive sets of practice 
are superfluous because redefining one’s relationship to one’s space through the cognizance of 
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how identities and lives are performed in relation to others is too subjective or unpredictable. On 
the contrary, I mean to say that thinking about the experience of study abroad as a critical global 
pedagogy brings into greater focus the fundamental rationale of self-awareness and discovery, as 
people thinking and learning in situations that find themselves rooted in temporal-spatial 
conditions which mark them and which they also mark.  
In the following chapters I expand upon my own personal questions of “how am I to 
know?” and “what can I do?” by presenting theoretical and practical insights I have come to 
consider based on particular stories and details presented in the case study of an exploratory 
course titled, Global Learning: Study Abroad Exploration. It was a program I designed as a 
pragmatic co-curricular intervention for the purpose of facilitating guided reflection that 
encouraged learning outcomes connected to global and intercultural competence, regardless of 
students’ particular study abroad programs or disciplinary backgrounds. To this end, the course 
adopted a holistic and interventional approach justified on the basis that the value added from 
study abroad should not only help students develop their intellectual thinking, but also gain a 
better sense of themselves and to engage with others not like them.  
Although, I understood that it was rather easy to theorize how a study abroad experience 
can be made more meaningful and effective, the details of the case have informed me that global 
learning and self-awareness can be greatly enhanced by making connections where at first 
glance, their appeared to be none. Guided reflections support this by supporting students’ 
abilities to think, talk and write about their integrative learning experiences in a way that unifies 
reflection and themes of global learning. Finally, summative student produced narratives also 
give me a sense of solace insofar as enriched global self-awareness can serve as compass rose 
orienting students towards successful and responsible lives. 
 1 
Chapter 1: Introduction 
 
This dissertation argues that study abroad presents an enormous opportunity for the 
vigorous interrogation of received traditions (on a global scale) through the experience of living 
a cultural alternative that can augment skills and equip students with knowledge, attitudes and 
strategies to understand and manage themselves and their global relationships. And, that 
contemporary study abroad programs, especially in their diverse offerings, do represent a unique 
organization of promoting cross-cultural understanding, appreciation of difference, and a 
relational sense of identity. However, as institutions of higher education seek to encourage the 
development of global competencies through engagement with study abroad, pedagogical 
strategies with goals of liberalism (openness to new behaviors or opinions and social 
transformation) may often be at odds with exigencies of globalized capital (the need to develop 
skills for competition in a global marketplace). Yet, they are dependent upon one another. This 
presents a strange irony when considering how study abroad might lift students’ vision and 
responsiveness to the rest of the world. In other words, this dependency is akin to the 
interrelationship among exceptions to social, political and economic issues on a global level, 
which sheds light on hurdles of contemporary living as well as shaping ethical debates over 
redefining one’s relationship to one’s space (Ong, 2006). 
The reason I highlight Ong’s concept of interrelations among exceptions is because this is 
a concept that resides at the intersection of global learning and global competencies. For 
example, global learning can be viewed not only as an exercise in or performance of worldly 
proficiency (as to acquire the skills of global competencies), but also as an exercise in or 
performance of the ideas, beliefs or methods in applying such proficiencies. Thus, global 
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competencies not only represent the augmentation of skills, but also the ideas, beliefs or methods 
in redefining one’s relationship to one’s space through the cognizance of how identities and lives 
are performed in relation to others. It is from this articulation of global learning and 
competencies that I base the following statement. If study abroad is to legitimately emerge as an 
element of a transformative undergraduate learning experience, we need to accept the vantage 
point that study abroad is an enormous opportunity for the vigorous interrogation of received 
traditions, both at home and abroad. And just as critical as it is to increase opportunities for a 
wide range of students to gain international experience, it is equally important to provide 
students with holistic and integrative approach that values global learning goals that support the 
interrogation of received traditions.  
Fortunately, the 21st century has been an unprecedented era for study abroad. According 
to the 2015 Open Doors Data, U.S. student participation in study abroad has more than tripled 
over the past two previous decades, and the number of U.S. students who studied abroad for 
academic credit in 2017/18 was 341,751. Although the total number is a small percentage of all 
U.S. undergraduates, this was an increase of 3.0% over the previous year (IIE, 2019). These 
increases reflect both a growing interest in study abroad by students themselves and its increased 
promotion, as more institutions increase credit bearing international opportunities. Furthermore, 
study abroad in the 21st century has been marked by diversification, which has included: new 
forms of study abroad in order to accommodate majors that were not traditionally common in 
study abroad (DeWinter, Rumbley, 2010), diversification of participating students from different 
socioeconomic, racial and ethnic statuses (Stallman, Woodruff, Kasravi, Comp, 2010), and 
diversifying locations of destination beyond Western Europe to include developing nations 
(Ogden, Soneson, Wetting, 2010). Also, shorter study abroad options have become increasingly 
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abundant and popular and have been seed as a means to increases student participation. This 
diversification process has been in response to the imperative of increasing the number of college 
graduates with the ability to effectively interact on a global stage. Undoubtedly, these trends are 
a positive indication that both students and institutions of higher education are aware of the need 
to better understand the world beyond U.S. borders. 
 Moreover, the imperative of understanding the world beyond U.S. borders has also 
accelerated the internationalization of higher education. Internationalization of higher education 
represents a “process of integrating an international, intercultural, or global dimension in the 
purpose, functions, or delivery of postsecondary education” (Knight, 2003, p. 2). Accordingly, 
this has had the effect of no longer viewing study abroad as a peripheral activity, but rather as an 
essential piece of undergraduate study and value-added career preparation. Yet, the increasingly 
emphatic promotion of study abroad, as fostering global competencies capable of transforming 
students into “global citizens” and/or “leaders in the 21st century” often fails to recognize the 
tension between the perceived beliefs in the inherent goodness of study abroad and the 
hegemonic discourses surrounding globalization.  
This is a problem because hegemonic discourses surrounding globalization view 
globalization more as a product rather than a process. This presents another strange irony, 
because study abroad in the age of globalization is widely seen as a necessary practice for 
fostering intercultural competencies, and is often justified on the basis of a globalized world, 
which purportedly diminishes differences and local culture. However, as the world is 
increasingly globalized, it may be more difficult to achieve these outcomes without some sort of 
critical intervention. In other words, the basic premise of sending students abroad is to connect 
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them with the unfamiliar, all while the familiar is becoming much more recognizable abroad 
(Twombly, Salisbury, Tumanut, Klute, 2012). 
 Nonetheless, studies have been growing that take aim at the effectiveness and positive 
impact of study abroad programs and student development towards intercultural competencies 
and global engagement. For example, Braskamp, Braskamp, and Merrill stated in their 2009 
study: Assessing Progress in Global Learning and Development of Students with Education 
Abroad Experiences that, “one of the goals of undergraduate education is developing students as 
whole human beings” (p.101). This equates to a concern for learning that goes beyond just 
intellectual development to include moral, social and even spiritual aspects of student 
development. This is a holistic approach that is justified on the basis that the value added from a 
college education should not only help students develop their intellectual thinking, but also gain 
a better sense of themselves and to engage with others not like them (as a result of attending 
college). From this perspective, activities and programs that are intentionally developed to foster 
deeper learning and engagement will lead to the development of outcomes that have a lasting 
impact on students that extend beyond college. Within this philosophy, holistic development 
focuses on varied aspects of college student development, including the development of global 
learning and intercultural awareness both inside and outside of the classroom.   
 In the Braskamp et al. (2009) study, the authors selected to use the term global learning 
and development to center attention on the desired ends of a college education. According to the 
authors, it is a term that stresses both the inner and external growth of students that is akin to 
similar definitions such as intercultural competence. Where in the study Braskamp et al, 
espoused that, “Our view of student holistic learning and development encompasses two 
theoretical perspectives: human development and intercultural communication, both of which 
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use the metaphor of a journey in life in describing a person’s progress in learning and 
development” (p.102). Furthermore, the authors expanded upon this view by stating that, both 
human development and intercultural communication theory formed the basis for their 
understanding of global learning and development. This basis was a point of departure from 
human development and intercultural communication theories, in so much that it expanded upon 
these to include the concept of global learning not only as an acquisition of knowledge, skills, 
attitudes, and awareness important to communication and relationships, but also the development 
of more complex epistemological processes, identities, and interpersonal relations (p. 102).  
 Braskamp et al. ultimately concluded that study abroad was an effective educational 
experience, noting that, “student engagement in education abroad experiences enhances global 
learning and development, which we argue should now become an important and even the core 
of holistic student development, a goal of almost every undergraduate college or university” 
(Braskamp, Braskamp, & Merrill, 2009, p. 111). And, similar studies have taken an equal stance 
when measuring the effectiveness and positive impact of study abroad programs and student 
development towards intercultural competencies, global engagement and even global citizenship. 
Clarke, Flaherty, Wright, and McMillen (2009) suggested that students who study abroad may 
have, increased openness to cultural diversity, become more globally minded and have greater 
self-perceptions of their global skills than students who do not participate in study abroad 
options. 
 Fortunately, research surrounding the impact study abroad has on students is slowly 
growing. This is especially the case for critical research that speaks to the pitfalls of a practice 
that is overwhelming viewed as positive, but often times empirically unsupported. However, 
most published research in the field of study abroad in the first decade of the 21st century focused 
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attention on either modes of study abroad or its outcomes. These approaches tend to view the 
practice of study abroad through a positivistic lens as a static homogenous experience (Twombly, 
et al, 2012). Here, I would agree with Engle and Engle (2003) that a weakness in study abroad 
outcomes research is to account for program characteristics. Because, much of the qualitative 
research is based on student’s post sojourn and this may not capture the dynamics of the 
experience itself and how the experience of studying abroad may effect students’ engagement 
with host cultures. Therefore, it appears essential to examine the study abroad experience as an 
object of inquiry, both in research and to encourage students to incrementally reflect and 
evaluate their own experiences abroad. 
Moreover, similar studies have taken an equal stance when measuring the effectiveness 
and positive impact of study abroad programs and student development towards intercultural 
competencies, global engagement and even global citizenship. Clarke, Flaherty, Wright, and 
McMillen (2009) suggested that students who study abroad may have, increased openness to 
cultural diversity, become more globally minded and have greater self-perceptions of their global 
skills than students who do not participate in study abroad options. Yet, Stebleton, Soria and 
Cherney (2013) argued that, “little is known about whether specific types of study abroad 
activities elicit differences in global competencies and intercultural proficiencies among 
students” (p. 6).  
 Stebleton et al (2013), expanded upon this claim by examining 5 high-impact practices 
for student engagement in study abroad that deepen students’ learning, which are empirically 
linked to desired college outcomes, specifically, global and intercultural competencies. Stebleton 
et al, took a comparative angle when approaching types of high-impact practices such as: travel 
abroad for cross-cultural experiences or informal education; travel abroad for a service learning, 
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volunteer, or work experience; and travel abroad for recreation. Their results suggested that 
formal study abroad programs (through universities or colleges) bring value-added components 
to students’ intercultural and global competencies that generally meet or surpass the outcomes of 
more informal international travel experiences. Moreover, the authors keenly addressed the point 
that student engagement with study abroad through community colleges, small liberal arts 
institutions or research universities may differ significantly. In light of this, the authors suggested 
steps that educators on all campuses can take to create high impact practices, which encourage 
learning outcomes connected to global and intercultural competence (p. 17). Their suggestions 
included: 1) building and strengthen inter-institutional partnerships, 2) integrating service-
learning, volunteer, and work opportunities into study abroad programming, and 3) 
implementing guided reflection throughout and after the study abroad experience.  
It is from Stebleton, Soria and Cherney’s third and final suggestion (implementing guided 
reflection) where the focus of this study is to expand upon their suggestion by taking aim at 
researching the study abroad experience as a critical pedagogical endeavor through the lens of 
guided reflections. This study takes aim at guided reflection because students undoubtedly 
experience emotional and intellectual challenges when grappling with their sort of backdrop of 
the past while immersed abroad. This presents an enormous opportunity for the vigorous 
interrogation of received traditions through the performance of being a world traveler, by linking 
one’s mode of participation in multiple places to one’s own formal citizenship, as well as the 
multiple cultures in which one operates.  
Guided reflection has also been cited as a way to provide students with the valuable 
opportunity to discuss what they are learning, and by implementing a reflexive pedagogical 
strategy for fostering dialogue surrounding students’ expectations and reflections prior to 
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departure, during the term abroad, and upon return, students are more likely to make meaning of 
their experiences through the entire journey. This approach should provide students with an 
opportunity to critically, constructively, and creatively interrogate this mode of study by making 
their personal experience an object of inquiry. Furthermore, this type of approach means 
critically engaging with the relationality between ways in which the study abroad experience has 
augmented knowledge, skills, attitudes and strategies insofar as students may begin to articulate 
how they might have come to understand, consider and/or manage themselves and their global 
relationships as the result of a study abroad experience.   
Accordingly, this way of considering guided reflections as a critical pedagogical strategy 
should therefore not only have the effect of shifting the valuing process of studying abroad 
towards the students themselves, but also equip students with the skills to apply the 
meaningfulness of their international experiences towards future endeavors. Then, examining 
how students articulate their own valuing process of their international experiences would 
present fertile ground for advancing research and development in the field of study abroad. This 
moves beyond the metrics of modes and outcomes, thus helping situate study abroad more 
clearly within the larger educational endeavor of global learning. 
Furthermore, taking aim at the students experience as object of inquiry should also 
illuminate potential curricular interventions and/or pedagogical opportunities in support of such 
an endeavor as student development towards intercultural competencies and global engagement. 
After all, isn’t one of the main purposes of promoting formal study abroad the promotion of 
gaining worldly skills meant to enrich global learning and increase intercultural competencies? 
But, this begs to question, how might someone recognize their own development towards this 
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without examining their own complex epistemological processes of how identities and lives are 
performed in relation to others? These rhetorical questions lead to the purpose of this study.  
Ultimately, this dissertation serves the purpose to provide a record of research in which 
detailed consideration is given to the development and analysis in the case of an exploratory 
undergraduate study abroad course titled Global Learning: Study Abroad Exploration. It is a case 
study in which the exploratory course was designed in accordance to the argument and 
proposition presented in this introduction and was piloted as a structured pragmatic and co-
curricular intervention meant to facilitate guided reflections. It is a course of my own design that 
was meant not only to provide students with opportunities to critically, constructively, and 
creatively interrogate their experience abroad as an object of inquiry, but also as a means to 
examine the nuances students communicate about their learning across three phases: pre-
departure, in-country and re-entry. 
Therefore, the larger purpose of this study is not that I prescribe conclusions based on 
particular programs. Rather, it is to provide practical insights from narrative descriptions of its 
case that can evolve naturally and then be transferred or generalized to comparable situations. 
From this naturalistic generalizations approach, I encourage readers to gauge how and in what 
ways the particular details and stories presented in this case study may be applicable to their own 
situations (i.e. program developments, promotion, advising, oreientation etc.).  
In order to approach the aim, this study systematically decreases its scale of focus from 
globalization to the case of the course itself. I am aware that this intellectual approach can be 
problematic, especially when considering the scope of movements through macro themes of 
globalization to a granular case study. In light of this, I reiterate that besides specifying 
structures, institutions and practices, globalization is discourse. It is a policy debate of 
 10 
tremendous consequence, and its conceptual nuances form the sense that matters in the scholarly 
field of Global Studies in Education. Therefore, the challenge for globalized educational research 
is not to find an “appropriate” scale of action (global, national, local or classroom) but to identify 
an analytical angle that allows us to examine the reshaping of educational practices that 
globalized education provokes.  
On this account, I consider this zooming in approach as a means of orientation, but in the 
sense of defining three meanings of the word orientation itself: 1) the relative position of 
something or someone 2) provides familiarization or information with something, and 3) as a 
point of departure that provides direction. By providing this definition, I mean to emphasize how 
this approach is the “analytical angle” meant to address the study’s aim by providing a record of 
research in which detailed consideration is given to how the course was considered, enacted, 
embodied and realized.  
Chapters Summary 
 
First, the relative position of this study is provided within this introductory chapter as the 
aforementioned argument, proposition and aim in order to inform the reader on the relative 
positions I have taken in considering the ways in which to examine how complex 
epistemological processes might be enriched because of studying abroad. Second, the sequence 
of the following two chapters is meant to provide familiarization with the argument of this study. 
Chapter two is organized to chart a course from the broad contours of globalization through the 
lenses of structures, institutions and practices by drawing upon contemporary and classic 
readings on globalization and education that are used to trace trends in globalized higher 
education and discuss the impetus for the internationalization of higher education.  
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By using the theoretical frameworks presented between globalization and educational 
theories, coupled with the impetus and trends in globalized higher education, the emphasis hones 
in on study abroad as a practice embedded in internationalized higher education. From this point, 
the genealogy of study abroad is analyzed for the emergence of different forms of study abroad 
and critiqued in order to illuminate issues that are overly strategic and take little account for the 
development of the student meant to be the catalyst for change.   
Third, this scaling down approach is meant to provide direction, as a point of departure 
from which detailed considerations of macro issues surrounding this study’s argument begin to 
move towards emic issues surrounding the proposition of this study in their relation to the 
pedagogical considerations taken in the development of the exploratory course. This point of 
departure begins in chapter three with an analysis of the Association of American Colleges and 
Universities’ six interrelated visions of global learning. I refer to these interrelated visions as 
‘aspects’ of global learning, rather than approaches, in order to highlight specific ways in which 
global learning can be considered. I have done this in order to anchor approaches, particular 
ways of dealing with global learning, to its visions. Which are then used to highlight challenges 
for pedagogy that globalized education presents. This is meant to draw attention to strengths and 
shortcoming of critical pedagogy, global citizenship and experiential approaches to global 
learning in relation to envisioning interventional approaches to guided reflection.  
 It is in chapter four where the study moves into the emic issues, in so much as a means to 
provide the reader with the methodological approach and descriptions of the case by outlining its 
design considerations. The setup of the case draws upon the considerations given to global 
learning aspects and approaches presented in the previous chapter in order to provide a 
conceptual flow from the design of the course to the methodology of this study. 
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 Chapters five and six present a report from the case of the exploratory course. The 
findings are presented in a discourse analytic format, as described in methodological approach in 
chapter 4. By this, I mean to say is that analysis given within the reporting chapters are not meant 
to be exhaustive of all the elements of the course. Rather, the reporting chapters are meant to 
provide insight on the complexities of views rather than narrowing meanings into a few 
categories or ideas. The goal of the research is to rely as much as possible on the participants’ 
views of the situation being studied by providing narrative descriptions produced by student 
participants. In other words, the narrative descriptions analyzed in chapters five and six are 
reflective of students’ participation in the course across three phases. Finally, chapters seven and 
eight expand upon brief analysis of student narrative descriptions by discussing my own personal 
findings regarding the research process. It also provides discussions and thoughts on future 
directions and potential further applications for guided reflections as a continuum beyond the 
study abroad experience.  
In conclusion, this chapter introduced the scope, purpose, and structure of this study. In 
the following chapter, the scaling down approach begins by charting a course from the broad 
contours of globalization and education towards the role and purposes of study abroad as a 
practice embedded within the internationalization of higher education. I do this purposefully as a 
means meant to provide a conceptual bridge, which links theoretical frameworks, critiques, and 
pedagogical considerations with aspects of global learning that have influenced the design and 
analysis of this study’s case: Global Learning: Study Abroad Exploration.  
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Chapter 2: Globalization, Education & Study Abroad 
 
As I mentioned in the previous chapter, the challenge for globalized educational research 
is not to find an “appropriate” scale of action but to identify an analytical angle that allows us to 
examine the reshaping of educational practices that globalized education provokes. Keeping this 
in mind, this chapter is organized for the purpose of charting a course from the broad contours of 
globalization and education towards the role and purposes of study abroad as a practice. As this 
chapter unfurls, theoretical frameworks presented between globalization and educational theories 
and trends in globalized higher education set the stage for competing visions surrounding not 
only the roles and purposes of study abroad as a practice in general, but as a practice embedded 
within internationalized higher education. 
From this point, this chapter’s analytical angle moves towards a genealogy of study 
abroad from the late 19th to early 21st century. This is done for the purpose of presenting larger 
political, economic, and cultural discourses that have resulted in key acts and initiatives, which 
have helped shape perspectives, forms and purposes of U.S. study abroad. This includes a 
critique of the emergence of evolving objective discourse. It is a critique meant to illuminate 
issues that are overly strategic, which presents a dilemma of discourse in the matter of study 
abroad as a sustainable venture under overly “strategic and value-laden” imperatives that take 
little account for the development of the student meant to be the catalyst for change. 
Finally, this chapter concludes by juxtaposing theoretical frameworks of critical 
pedagogy and globalization. This is done for the purpose of not only presenting an approach to 
critical learning about the world from a study abroad experience, but also learning about one’s 
place as it is linked to others. This analytical angle provides a critical lens for envisioning study 
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abroad as a form of critical global pedagogy and as a means for guiding students to consider and 
articulate their approach to global learning and competencies. 
Globalization & Education 
 
Unarguably, global interconnectedness has been occurring since ancient times. Whether 
considering the history of humans walking out of Central Africa spreading humankind across the 
globe, the connection of empires by the Silk Road, or the Reconquista sailing across the Atlantic 
in the Conquest of the Americas, history has always demonstrated a continuous flow of human 
movement. In retrospect, historians have categorized societies into a progression of ages and 
eras. Many of these eras are discernible by the technology of the age, stone, bronze, iron, and so 
on and so forth. These ages reflect regional movements and trade that traversed the political 
boundaries of current nation states. Movement, trade and the impartment of knowledge created a 
cumulative effect (over time and space) that has given way to contemporary concepts of 
globalization.  
 David Held and Anthony McGrew (1999) described this this type of vantage point as a 
transformationalist analysis. A transformational analysis of globalization is one that is 
multidimensional:  
1. It is not simply reducible to an economic logic, which has differential impacts across 
the world's regions and upon individual states  
2. Nor is it a novel process, but rather has a long history dating from the age of pre-
modern empire building to the contemporary era of corporate empires.  
 This transformationalist vantage point is where I find myself most comfortably 
describing a general position on globalization, because globalization (by its very nature) is an 
enormous and complex subject. This is a general vantage point, in so much as historical readings 
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of human interactions can trace how distances have been largely overcome and human-made 
barriers lowered or removed to facilitate the exchange of goods and ideas. Where, exchange has 
been driven by a desire to improve one's life and has been increased by technology. And as 
interconnectedness and interdependence have grown, globalization has not only enriched life but 
also created new problems that encompass a broad polar spectrum of human conditions from: 
discovery to enslavement, industrialization to environmental degradation, and development to 
rampant consumerism. Finally, the transformationalist’s vantage point allows for charting a 
paradigmatic course from colonialism, to imperialism, to globalization. This allows room for a 
multiplicity of theoretically, politically, and empirically engaged scholarly fields such as: 
education, cultural studies, and post-colonial theory. 
 All the same, nearly any scholarly attempt to conceptualize globalization is generally 
multi-causal (that it is not simply reduced to any single logic). My personal attempt at a 
contemporary concept of globalization stresses that: increasing interconnected dynamics or 
interrelated conditions1 are typically framed by multiple discourses, in the sense of discourse 
meaning formal discussions with particular ideological, disciplinary, or methodological 
positions. Where in turn, discourses of formal discussions with particular ideological, 
disciplinary, or methodological positions delve into globalization as a debatable issue, with 
dimensions such as: economy, political organization, culture, and civil society. And, discourses 
become means of developing particular objectives in “states” of international competition. 
 
1 Interrelated conditions refer to a sense of state of being, working order and/or quality; which relate or 
connect to one another through shared values and mechanisms that can connect people and global 
contexts. 
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However, the confluence of interrelated conditions is difficult to navigate when the multitude of 
interrelated conditions seems never-ending within global contexts.2 
 It is within the aforementioned concept of globalization that the broad contours and 
epistemological assumptions of Global Studies in Education (GSE) could be described as: 1) 
how one might begin to understand the rapidly changing world in the contexts of globalization 
and internationalization, and 2) communicating this as knowledge to fellow human beings. For 
example, in the context of globalization conceptualized as a series of interrelated conditions: 
which bind global contexts into a state of being and/or working order, interrelated conditions 
become inextricable interdependencies that not only create problems but also enrich life. Thus, 
globalization’s meanings and values are contested as a process of liberation and/or destruction. 
Moreover, knowledge of globalization as simultaneously liberating and destructive illuminates 
two core ethical assumptions: 1) educators are required to find ways to engage with structures 
and systems, both at home and abroad, 2) so that education can simultaneously evolve to meet 
the needs of an interdependent world and communicate knowledge of a world rife with 
contradictions and asymmetries of power in order to foster solutions for global issues through 
education. 
 Yet, ‘education’ is often a normative term that is value-laden. In so much as, the term can 
refer to the impartment of knowledge that is transmitted intentionally because it is something that 
is valuable. The term carries a necessity to take values3 into consideration (Rizvi, Lingard, 2010). 
This interpretation begs to ask the question where are values to be found and how are they to be 
 
2 Global contexts refer to the circumstances that form the settings for events, statements, or ideas in terms 
in which can be understood in relevance to being globally present or as part of something having an effect 
on global presence. 
3 ‘Values’ are used here and throughout as: relating to, composed of, or involving two things. Values are 
both: 1) the regard that something is held to deserve; the importance, worth, or usefulness of something, 
and 2) judgment of what is important in life.   
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justified? Often times, educational values are reflective of broader social relations and practices 
in a framework of a “social imaginary” that is akin to Pierre Bourdieu’s concept of ‘habitus’ 
(2005), or Raymond Williams’ ‘structures of feelings’ (1977). In another word, quotidian can 
help describe social imaginary as: a common understanding that gives a sense of legitimacy to 
everyday practices. A social imaginary is simultaneously descriptive and prescriptive of how 
educational practice should be directed in order to create or produce outcomes organized around 
sets of values (Rizvi, Lingard, 2010). Within the functionalist sociological tradition, ‘societal 
needs’ are expressed in educational values. For Durkheim (2008), educational systems meet 
societal needs by reproducing and promoting ideals of how people should relate to each other.  
On the other hand, and within the pragmatic tradition, Dewey (2004) exerted that 
educational values should be cultivated out of the process of education itself. In this sense, 
lifelong learning is the object and reward, stemming from the capacity for growth. These 
philosophies suggest that attention to values is oftentimes contentious: formal and material, 
universal and particular or instrumental and non-instrumental. This description of competing 
values is meant to demonstrate trade-offs in preference of certain values. Where, public policies 
in education deal with a broad range of value-laden imperatives such as: excellence, autonomy, 
accountability and efficiency (Rizvi, Lingard, 2010). Thus, educational policy (via governmental 
authority) appropriates resources to a preferred value. American political scientist David Easton 
argued a salient point that: 
The essence of policy lies in the fact that through it certain things are denied to some 
people and made accessible to others. A policy, in other words, whether for a society, 
for a narrow association, or for any other group, consists of a web of decisions that 
allocate values (Easton, 1953, pp. 129-30). 
 
 Similarly, the term ‘globalization’ is as equally value-laden as ‘education’. Nonetheless, 
this presents is a key distinction to be made between concepts of internationalization and 
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globalization that facilitates engagement and reflection on trends in globalized education. This 
distinction is the issue of sovereignty. Where, the difference in sovereignty relating to 
internationalization and globalization can be viewed as the collateral effects felt by developments 
from one region affecting opportunities in another, regardless of any autonomous choices. Take 
for example, a description of globalization that implies a world in which developments in one 
region can come to shape the life chances of communities in distant parts of the globe (Held, 
1999). This implication of globalization helps to demonstrate how globalization might be shaped 
or constructed as much as a result of national institutions and policies, as institutional reactions 
to globalization itself. In other words, what the two concepts (internationalization and 
globalization) have in common is that political and institutional policy choices help shape 
globalization as much as globalization helps shape institutional policy choices.  
 Of course, the problematic dynamics associated with globalization, which create 
perceptions and realities of diminished autonomy and/or particular advantages are undoubtedly 
influential on nation states reacting to globalization, as simultaneously a problem and an 
opportunity. Modes of global existence (in the sense of a state of being and/or working order 
leading to interdependencies) can greatly affect value-laden imperatives and subsequent 
strategies in reaction to positive and negative effects. Here, I would argue that the Janus-like 
constitution of globalization could be categorized into three mainstream discursive camps: 
economic, political and cultural, which are modes of existence essential to most societies. These 
three mainstream discourses can be both: 1) formal discussions with particular positions or 
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semiotic encounters as much as 2) means for developing particular objectives in a “state” of 
international competition. In other words, mainstream discourses become deliberative discourse.4 
Nobel-laureate economist Amartya Sen keenly described the effects of globalization on 
native cultures by illuminating choices to be made by societies in the wake of globalization. Sen 
skillfully encapsulated the difficult discussions and interpretations of values leading to objectives 
associated with cultural, political and economic discourses. “… it is up to the society to 
determine what, if anything, it wants to do to preserve old forms of living, perhaps even at 
significant economic cost” (Sen, 1999, p. 240). And as scholars like Amartya Sen, David Held, 
and Anthony McGrew grappled with concepts of globalization throughout the 1990’s and early 
2000’s, much of their research has successfully increased awareness of globally interrelated 
conditions and interdependencies that can challenge state sovereignty. By recognizing challenges 
to sovereignty, discourses surrounding globalization have evolved into a more emphatic stage of 
competition and international strategy. This leaves societies the choice to: “determine what, if 
anything, it wants to do to preserve old forms of living, perhaps even at significant economic 
cost.” (Sen, 1999, p.240)  
 Rizvi and Lingard (2010) articulated the way in which global economic competition 
affects educational policy discourses that do not radically abandon old forms of living. Rather, 
social values of democracy and equality are not abandoned; they are reoriented, reorganized and 
 
4 By deliberative discourse, I mean to articulate discourse not only in the linguistic sense, but as relating 
to, intended for consideration or discussion in the spheres of decision-making, as a means of promoting 
reform. 
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subordinated to dominant economic concerns5 in order to compete successfully in a global 
economy. This type of competitive driven educational reform (reoriented but subordinated to 
economic concerns) can be traced back in the U.S to the 1980’s. When, government sought to 
defend global competitiveness by enhancing the productivity of the domestic labor force. One 
only needs to examine the U.S. Department of Education’s 1983 report, A Nation at Risk, for this 
claim to be supported. Disregarding the criticism surrounding the document, I find one 
interestingly foresightful and salient point within the document that set the stage as a turning 
point for new kinds of globalization-driven education policy interactions.  
If only to keep and improve on the slim competitive edge we still retain in world 
markets, we must dedicate ourselves to the reform of our educational system for the 
benefit of all-old and young alike, affluent and poor, majority and minority. Learning is 
the indispensable investment required for success in the "information age" we are 
entering [emphasis added] (Gardner, 1983).  
 
 What this turning point has meant for education in general is that: “competitiveness and 
finance driven reform movements are now part of a globalized “policyscape” (Mundy, 2005, p. 
12). Economic discourses value market exchange as an “ethic itself”, which values the 
contractual relations of competition and marketplace in conjunction with the domain of human 
action (Harvey, 2005). In contrast, political discourses can be visualized as governments’ ability 
to use education as a social steering mechanism, one where inclusionary or exclusionary 
measures are employed as a wall or a bridge in response to global processes. Moreover, cultural 
discourses in education present an image of convergence and divergence. A divergent discourse 
 
5 Rizvi and Lingard (2010) stated that economic concerns emphasize human capital formation, allegedly 
demanded by the new knowledge industries. Furthermore, Manuel Castells accredits knowledge 
industries to the rise of network societies that enables countries and their people to function productively 
in the global economy. This implies: 1) diffusion of information and communication technologies 
throughout the world, and 2) the necessity of the human resources to operate this system with a capacity 
to generate knowledge and manage information (Castells, Cardoso, 2006, p. 18). 
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of culture may be a sense of the value of individual identity and economic gain, as opposed to, a 
collective appeal to traditions and cultural values. As states grapple for increased control of 
interrelated conditions, governance within a state is continually subjected to a push-pull 
dichotomy between public and private affairs, as well as cultural, political and economic 
discourse. 
 What is important in the description of a push-pull dichotomy between global and 
national is that: politicization of global economic competition, cultural integration and even 
student mobility affects centralization, quality control, expenditures, and educational 
responsibilities (Mundy, 2005). This give and take has been evident to many higher education 
observers for some time. Yet, globalization and its effects are beyond the control of any one 
actor or set of actors. By framing higher education’s (HE) reactions to globalization as an 
internationalization process, predominate trends in the global market of HE become clearer. This 
is because internationalization can be seen as a strategy for societies and institutions to respond 
to the many demands placed upon them by globalization (Altbach, Reisberg, Rumbley, 2009). 
Moreover, Knight (2003) describes the internationalization of HE as “a process of integrating an 
international, intercultural, or global dimension in the purpose, functions, or delivery of 
postsecondary education” (p. 2). This can be understood as both a reaction and as a corollary 
trend to globalization, a two-way street.  
Herein lies the impetus for the internationalization of higher education: “it has long been 
considered a tangible means of response to address the many obstacles, diverse opportunities and 
imperatives presented by the overwhelming forces of globalization” (Altbach et al., 2012, p. 4). 
Internationalization as a corollary trend to globalization seems to define the contemporary era of 
globalized higher education. However, the largest trend shaping HE development, although 
 22 
affecting countries differently, is growth. Global trends in HE based on the rationale of preparing 
individuals for engagement in a globalized world and an increase in demand for this type of 
global preparation has allowed larger and larger cohorts of populations to participate in it. This is 
considered the "logic" of massification. Of course, in any type of institution it is inevitable that 
increased involvement will inevitably draw increased pressures, both internally and externally. 
Rumbly, Altbach and Reisberg (2012) presented a useful examination and framework for 
understanding the scope and complexity of different forms of internationalization trending in the 
wake of higher education’s global context. Two central elements in their analysis included but 
were not limited to: student mobility and education for global competencies. 
 In the context of U.S. higher education, student mobility refers both to the outward flow 
of domestic students to other countries to engage in education-abroad experiences, and the 
inward flow of international students to study on U.S. campuses. According to the Organization 
for Economic Cooperation and Development (OECD), on a global scale, there were some 3.3 
million internationally mobile students as of 2008 (Rumbly et al, 2012). It has been speculated 
that that the number will grow to at least 5.8 million by the year 2020 (Böhm et al., 2004). Yet, it 
is extremely difficult to compile accurate data because international students are often defined by 
different criteria in different nations (Rumbly et al., 2012). Nonetheless, international student and 
academic talent is obviously an important issue and it is widely accepted that student mobility 
carries with it potentially positive development of a better-educated and globally competent 
workforce.  
However, the opposite could be said, students who travel internationally for both full 
degree programs and short-term opportunities are often self-funded. This suggests that students 
traveling for full degree programs often come from a higher socioeconomic status. This brings 
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into question the issue of access to scholarly mobility that is often limited to those with elite 
status, and just as opportunities are distributed unequally, so are the effects. This can be 
envisioned as brain drain or brain circulation. Where, international movement of academic talent 
can represent a net loss for some countries (especially the poorest) while elevating the 
advantages of developed nations (Rumbly et al, 2012).  
 And as institutions of higher education work to enhance visibility on a global stage, 
institutions begin looking inward towards educational objectives that are reoriented, reorganized 
and perhaps subordinated to dominate economic concerns. Furthermore, the imperatives of 
global competencies pressure institutions to strive to produce extensions of civic duties and 
responsibilities that expands from local, national, regional, and international to global. Often 
times this philosophy is recognized in mission statements and strategic plans that reflect the 
global competency imperative in a flow of discourse that is disseminated from 1) government 
and 2) higher education organizations to 3) institutions. For example:  
1. The U.S. department of Education’s 2012 publication, Succeeding Globally Through 
International Education and Engagement, states under the first objective that: 
The Global Competence Task Force, formed and led by the Council of Chief State 
School Officers and the Asia Society, defined globally competent individuals as those 
who use their knowledge and skills to investigate the world beyond their immediate 
environment, recognize their own and others’ perspectives, communicate their ideas 
effectively with diverse audiences, and translate their ideas into appropriate actions. In 
short, global competencies are “21st century skills” applied to the world (p. 5). 
 
2. The American Council on Education (ACE) articulates this imperative in Mapping 
Internationalization on U.S. Campuses (2012) as:   
One of the fundamental duties of U.S. higher education is to prepare students for 
productive and responsible citizenship. In the early 21st century, this means preparing 
students to live and work in a society that increasingly operates across international 
borders. Graduates must possess intercultural skills and competencies to be successful 
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in this globalized world, and higher education institutions must commit to helping 
students achieve these outcomes (p. 3). 
 
3. As this manner of discourse is disseminated to the institutional level, the University of 
Illinois at Urbana-Champaign’s 2013-16 Strategic plan articulates much of the same when it 
stated in one of the “guiding principles” that:  
“We will prepare students to be global citizens and leaders in the 21st century” (p. 6), 
and that, “every undergraduate program includes an integrative learning experience” 
(p.11).  
 
 Although the correlations are broad and vague, the importance is that it charts a flow 
from discourse, to structures, which can affect grounded events when interpretations are put into 
practice. Similarly, connecting the deliberative discourse (the drumming of internationalization) 
with structures, events and practices on the institutional level frames a descriptive analysis and 
critique of study abroad as a “transformative” integrative learning experience. This framework is 
important because study abroad has historically been seen as the hallmark practice in the 
internationalization of higher education, which also carries the impetus of the internationalization 
of higher education in reaction to globalizing processes. 
A Historical Perspective 
 
 In order to understand what is participation in study abroad and its desired outcomes in 
the twenty-first century, it is important to set study abroad in a larger historical and 
transformational context. Over time, larger political, economic, and cultural discourse have 
affected trends of higher education that have resulted in particular institutional characteristics 
shaping the forms and purposes of study abroad. Historically, U.S. institutions of higher 
education decided what kinds of programs to offer and students decided whether to participate in 
study abroad. Hoffa and DePaul (2010) argued that four main rationales/arguments for 
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advancing study abroad and participation. Table 1 (below) identifies and provides a brief 
description of the four main rationales/arguments according to Hoffa and DePaul.  
Table 1: Rationales/Arguments 
Rationales/Arguments Descriptions 
The curricular argument Study abroad enhances education through 
experiences not available on the home 
campus such as foreign language fluency and 
cross-cultural learning. 
The cross-cultural rationale Contends that study abroad provides U.S. 
students with a unique opportunity to learn 
about their own ‘Americanness,’ to 
understand a foreign culture more deeply 
through immersion, or to witness the 
emerging global culture (Hoffa, DePaul, 
2010, p. 9) 
The career enhancement rationale Speaks directly to the argument that skills 
developed through study abroad are valued in 
the workplace both at home and in an 
increasingly global marketplace 
The student development rationale Speaks to the long-standing belief that study 
abroad contributes to social, emotional, and 
intellectual development (Hoffa and DePaul, 
2010). More specifically, the growing 
investment and emphasis at both the federal 
and institutional level on increasing study 
abroad participation turns on the popular and 
long-accepted belief that a study abroad 
experience uniquely improves the 
intercultural skills of all participants (Lincoln 
Commission, 2005) 
 
 The history of study abroad in the U.S. has reflected these arguments and rationales (as 
institutionally sponsored activities) in different forms beginning from the late nineteenth century. 
The current versions of U.S. study abroad can be traced to professors at several eastern colleges 
who conducted travel for “groups of young ladies on educational tours of Europe, visiting 
museums, cathedrals and the like” (Bowman, 1987, p. 13), as a female version of the European 
Grand Tour. Organized study abroad programs first emerged after World War I, here again as 
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organized opportunities mainly for female students to travel abroad (Twombly, et al, 2012). 
Where, two forms of early programs dominated the landscape of U.S. study abroad: an academic 
year immersed in a single foreign country, also known as the Junior Year Abroad (JYA), and 
faculty-led study tours (Hoffa, 2000). The purpose of the JYA was curricular. In other words, it 
was for the purpose of developing foreign language skills and to learn about other the country 
with the purpose of preventing future wars as a result of cultural competencies gained. Contrary 
to the JYA, the faculty-led study tour was typically conducted in English (by U.S. faculty 
members) and visited multiple countries with the purpose of learning about those countries. 
 The field of study abroad greatly benefited from the founding of the Institute of 
International Education (IIE) in 1919. The founders of IIE “believed that we [the U.S.] could not 
achieve lasting peace without greater understanding between nations—and that international 
educational exchange formed the strongest basis for fostering such understanding” (IIE, 2014). 
The IIE was involved in promoting internationalism in higher education by serving as a 
clearinghouse for curricular and practice information (Hoffa, 2000). In promoting 
internationalism for higher education, internationalism served as an advocated for study abroad 
to become part of the undergraduate curriculum, rather than an extracurricular activity 
(Twombly, et al, 2012). U.S. institutions began to recognize the importance of an international 
consciousness and the potential of study abroad as part of the formal curriculum. 
 Following World War II, study abroad slowly resumed. The federal government 
promoted several acts and initiatives following the war that encouraged study abroad. Hoffa 
(2000) outlined key acts and initiatives that included:  
1. The Fulbright Program and the Smith-Mundt Act (1948), linked educational exchange 
with information dissemination 
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2. The National Defense Education Act (1957), promoted language and area studies 
specialists 
3. The Foreign Assistance Act (1961), established the U.S. Agency for International 
Development and the Peace Corps  
4. The Higher Education Assistance Act (1965) gave institutions the ability to allow 
students to use financial aid for study abroad 
 The Cold War period framed educational exchange as a means of diplomacy or national 
security. Bu (1999) stated: “With the government taking the lead in promoting educational and 
cultural exchanges, the programs began to be broadly integrated with political goals and foreign 
policy deliberations” (p. 397). For example Twombly (et al., 2012) in summarizing Bu (1999) 
and Hoffa (2000) stated that: 
This was most obvious in faculty exchange programs sponsored by the U.S. Agency for 
International Development, World Bank, Fulbright, IIE, Ford Foundation, and CIEE 
involving grant money targeted to specific countries and with specific objectives, but it 
was also evident in the rationale for supporting study abroad programs in places such as 
Central America (Bu, 1999; Hoffa, 2000). This is not to say that U.S. college faculty 
readily accepted the often-covert diplomatic purposes of educational exchange and 
study abroad. Bu argues that especially government-sponsored study abroad has existed 
in tension between Americanizing others, spreading American values and more 
honestly pure educational values (Twombly et al, 2012, pp. 18-19)  
  
Since1965, higher education in the United States has weathered: the end of the Vietnam 
War, the fall of the Berlin Wall, end of the Cold War, 9/11 and a seemingly endless war on 
terror. In this period, HE has been dominated by two trends: greater access and tremendous 
growth that has created a new and larger market for HE. Although universities have always been 
affected by international trends and have operated in a quasi-international community, 21st-
century realities have magnified the importance of the global context (Altbach et al., 2012). And 
since the 1990’s, efforts to internationalize U.S. academic institutions have been driven by 
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professional organizations such as: The American Council on Education, the American 
Association of Colleges and Universities, the Association of International Educators (NAFSA), 
as well as the Forum on Education Abroad. Through the efforts of these organizations and a 
general shift in the perception of HE as a private good, a new rationale for study abroad has 
emerged: developing competencies for successfully competing in a globalized world.  
 Stemming from the most recent rationales, study abroad in the early 21st century has been 
marked by diversification. This includes: new forms of study abroad in order to accommodate 
majors that were not traditionally common in study abroad (DeWinter, Rumbley, 2010), 
diversification of participating students from different socioeconomic, racial and ethnic statuses 
(Stallman, Woodruff, Kasravi, Comp, 2010), and diversifying locations of destination beyond 
Western Europe to include developing nations (Ogden, Soneson, Wetting, 2010). In order to 
accommodate economic diversity shorter study abroad options have become increasingly 
abundant and popular. Furthermore, the Gilman International Scholarship was established in 
2000 to provide scholarships for Pell grant recipients.  Finally, it was at the dawn of the 21st 
Century that increasing the number of college graduates with the ability to effectively interact 
internationally became a national policy priority. This has had a profound effect on the 
perception of study abroad, not as a practice on the periphery of higher education, but one that 
has been clearly been moving towards the center.  
 Since 2001, the most relevant strategic political discourse to engage study abroad as a 
means to foster international knowledge and skills began with the efforts of the late Illinois 
Senator Paul Simon in 2003. With the introduction of the Paul Simon Study Abroad Foundation 
Act, a vision of his fundamental belief that a global experience should be part of every student’s 
education was presented to Congress. Simon believed that on a national scale such experiences 
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could, and in fact would, “lift our vision and responsiveness to the rest of the world” (Lincoln 
Commission, 2005, p. 13). Shortly after Simon’s death in 2003, Congress appropriated The 
Commission on the Abraham Lincoln Study Abroad Fellowship Program. And, the 
commission’s 2005 publication: Global Competence & National Needs: One Million Americans 
Studying Abroad, outlines a national position for study abroad, probable challenges, and makes 
recommendations for a national undergraduate study abroad fellowship program designed to 
dramatically increase and diversify study abroad participation in the United States. According to 
the 2005 Commission report, the imperative for such an increase was articulated within the 
report’s executive summary as follows: 
Today the problems of a global society confront us, placing new demands and pressures 
on the United States and its historic partnership with higher education. Part of the 
response to these pressures must include democratizing study abroad. Greater 
engagement of American undergraduates with the world around them is vital to the 
nation’s well-being. It is in the national interest of the United States to send at least one 
million undergraduates abroad annually to study other lands, languages, and cultures. 
(Lincoln Commission, 2005, p.v) 
 
Where, the aforementioned imperative of increasing participation as “vital to the nation’s well-
being” was based upon perceived national needs. The national needs as articulated in the 
Commission’s 2005 executive summary are as follows: 
1. Globalization and Economic Competitiveness 
2. National Security 
3. U.S. Leadership 
4. Educational Value of Study Abroad 
5. Active Engagement in the International Community (Lincoln Commission, 2005) 
Wherein (and in following the aforementioned imperative based on the preceding national 
needs), the goals of the fellowship program are to: 
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1. Create a more globally informed American citizenry 
2. Increase participation in quality study abroad programs 
3. Encourage diversity in student participation in study abroad 
4. Diversify locations of study abroad, particularly in developing countries 
5. Create an innovative partnership with higher education to open more doors for 
study abroad 
6. Internationalize U.S. higher education by making study abroad a cornerstone of 
undergraduate education (Lincoln Commission, 2005) 
 Although the goals of the Commission are valiant, lofty and have been an important first 
step in the 21st Century evolution of study abroad, they evoke a correct order of U.S. equal 
opportunity and U.S.-centric values that in a way is little more than political kitsch. I say this 
because the national needs articulated as economic competiveness, national security and U.S. 
leadership may simply reflect an aesthetic ideal of being (as a correct order of U.S.-centric 
prominence). This may not mesh well with critical perspectives of the “educational value of 
study abroad” and varying perceptions of “active engagement in the international community”. 
This may be envisioned as a divergence of need and goals as study abroad becomes interpreted 
as an effective action for perceived needs, based upon particular objectives.  
 For example, the 2005 Lincoln Commission report makes the claim that, “Promoting and 
democratizing undergraduate study abroad is the next step in the evolution of American higher 
education” (p. v). This is a claim that likens democratizing study abroad to increasing access and 
is claimed to be comparable to the Morill Land-Grant act of the 19th century and even the GI bill 
of the 20th century, which increased access to higher education within the industrial classes of 
society and transformed the landscape of higher education. However, there is a tension in the 
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claim of democratization that arises between perceptions of diversity that: highlight diversity as a 
question of access and diversity as multicultural, worldly and global experience. I mention this 
because increasing numbers and diversity of students abroad coupled with higher quality study 
abroad programs requires a perception much different than the grand tours of the 19th century, 
where bourgeois students were sent to European capitals to absorb high culture in their nostalgic 
settings (Lewin, 2009). But, the perception that education abroad is much more expensive in 
comparison to any term spent domestically is very challenging in promoting a socioeconomic 
diversity of participants, which can become very reminiscent of the highly stratified grand tour. 
And, this is without even mentioning overall diversity in American higher educational system as 
a pool of potential students to be sent abroad. 
 On the other hand, with liberal democratization of study abroad meant to decrease the 
individual price tag and increase a socioeconomically diverse body of participants, the cultural 
enlightenment of study abroad could be at risk of a high level of entrepreneurialism in a rapidly 
developing industry.6 By this, I mean that a systematic massification of study abroad can have 
the potential to dilute quality programming. Study abroad (as a field) seems to face a problematic 
nature embedded within a mission of aligning the goals of study abroad based on national needs 
(as articulated in the Lincoln Commission’s 2005 report) with the mission of the academy for 
fostering different visions of “globally minded” citizenship; all while trying to avoid production 
of economically privileged cultural consumers or a false consciousness of “poverty tourism”.  
 After all, the Lincoln Commission’s 2005 goals are mostly procedural suggestions that 
address an effective action, or in other words, the ways in which the volume, quality and 
diversity of participants and locations are to be increased through the fellowship program. 
 
6 See Heyl (2011), Third-Party Program Providers and Education Abroad: Partner or Competitor?  
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However, the main goal is to transform. By this, I am stating that the first goal of the 2005 
Commission is the main objective and the only goal that is ideological in nature. By ideological, 
I mean that the first goal forms the basis, or political theory of a policy meant to “create a more 
globally informed American citizenry”. Although the procedural goals are integral as an 
effective action meant to increase participation, I argue that there is a need to problematize and 
critically examine the main objective. I say this because evoking the image of a “globally 
informed citizen” underlines an evolution of citizenship as a vision and responsiveness to the rest 
of the world. This is something akin to producing alternative perceptions of citizenship, 
community and responsibility to one’s place, as it is linked to others.  
 This begs to question how citizenship is valued and acted upon. Questions of 
citizenship’s value could be either of ethical or economic worth and might address positional 
aspects such as: Should individuals choose a purpose, such as defending progress, assessing 
racial inequities? Or, should individuals be evaluated by capabilities or skills? In other words, 
should the value of a citizen be based on the purpose they choose to serve and the capabilities 
they bring to the table? And, is the purpose of the individual citizen shaped solely by personal or 
ethical values?  
I pose these questions rhetorically because they are questions that have been fueling an 
evolving dialogue since the days of Aristotle. The evolution of the citizenship dialogue has been 
sustained by an evolution of perception. In other words, an evolution of perception can be 
envisioned as an evolution of perceiving what constitutes one’s community and its needs. Any of 
these positional aspects may serve as a means of self-identification that is, perhaps, in conflict 
with an institutional identity that problematizes responsibilities to place. Would not a globally 
informed citizen have an expanded perception of community and its needs on a much larger or 
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varying scale? This is a challenging perspective that could potentially undermine perceptions of 
particular national needs and alter perceptions and or goals of study abroad.   
 Within this type of dilemma, I would argue that a globally informed citizen is in dialogue 
with multiple scales of community, from local to global and everything in between. In this light, 
study abroad might be viewed as a critical global pedagogy that is a means of “how to” create a 
globally informed citizen. By this, I mean that the Lincoln Commission’s 2005 imperative states 
that, “It is in the national interest of the United States to send at least one million undergraduates 
abroad annually to study other lands, languages, and cultures [emphasis added] (Lincoln 
Commission, 2005, p. v). This statement explicitly addressed study abroad as the “how” to 
engage in lands, languages and cultures. In this instance, the imperative uses study abroad as a 
pedagogical approach to the curriculum of: lands, languages and cultures. This is a perspective 
that is, arguably, critical and emancipatory in nature, which uses the curriculum of lands, 
languages and cultures to: teach personal and social capabilities, that equip students with the 
knowledge, skills, attitudes and strategies to understand and manage themselves and their global 
relationships. 
Challenging the Strategic Imperative 
 
 However, global relationships are contentious because contemporary connections of 
interdependencies of lands, languages and cultures (as globalization), threaten historical 
connections of state-based autonomy (internationalization). The perception of identities, 
allegiances, rights, ethnic dispersion, market opportunities extend beyond borders and create 
competing interests from one community to another, within or between national boundaries. 
Whether competing interests are valued as a measure of cultural ethics or economic worth, the 
rapid acceleration of globally interrelated conditions leading to inextricable interdependencies, 
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has seemingly created a necessity to: learn from one another’s differences and create common 
connections in order to makes sense of the world in which one lives yet was not born.  
 This appears to seriously warrant learning from the pragmatic pilgrimage as learning 
through differences within a critical pedagogical approach to multiculturalism. This is an 
approach that does not aim solely to seek a version of one’s self in others, but to build 
knowledge, skills, attitudes and strategies to understand and manage one’s self and their global 
relationships through an openness to the perceptions of others. This presents a dilemma of 
discourse in the matter of study abroad as a sustainable venture under a “strategic” value-laden 
imperative. 
 The 2005 Lincoln Commission’s report diverges from this thread of cultural 
understanding by the way of national needs articulated as economic competiveness, national 
security and U.S. leadership. These needs (when value-laden) problematize sustainable growth in 
study abroad as a means of equipping students with the knowledge, skills, attitudes and strategies 
to understand and manage themselves and their global relationships, because this undermines the 
educational value of an attitude of openness to new knowledge, skills and most importantly, 
worldviews. I base this statement upon the following National Security imperative as articulated 
in the 2005 report:  
In a paper prepared shortly before the Commission took up its work, two expert 
organizations deeply committed to international exchange and study abroad spoke of 
the national security imperative in blunt, uncompromising terms (NAFSA:  Association 
of International Educators, and the Alliance for International Educational and Cultural 
Exchange): We no longer have the option of getting along without the expertise that we 
need to understand and conduct our relations with the world. We do not have the option 
of not knowing our enemies—or not understanding the world where terrorism 
originates and speaking its languages. We do not have the option of not knowing our 
friends—or not understanding how to forge and sustain international relationships that 
will enhance U.S. leader-ship and help our values prevail. [emphasis added] (Lincoln 
Commission, 2005, p.6) 
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And, I have chosen to use the aforementioned quote in its entirety because it speaks in 
volumes to the added emphasis that study abroad is a strategic means to ensure that our values 
prevail and not as an opportunity to augment evolving perspectives of global relationships. Here, 
I reiterate that this strategic imperative may not mesh well with critical perspectives of the 
“educational value of study abroad” and varying perceptions of “active engagement in the 
international community”. Where, by recognizing differences and compassion not only as the 
capacity to live with the unexpected, but also as a form of self-identification, globally minded 
citizenship can be viewed as: a responsibility to other communities, forming a more “genuine” 
international community. This is more than just ensuring that our values prevail.  
John Dewey (1916) stressed a cognizant point, which is useful in conceptualizing the 
difficulties of effective “value-laden” engagement in the “international community” when he 
described social relationships within a “machine-like plane” that do not constitute a true social 
group.   
We are thus compelled to recognize that within even the most social group there are 
many relations that are not as yet social. A large number of human relationships in any 
social group are still upon the machine-like plane. Individuals use one another so as to 
get desired results, without reference to the emotional and intellectual disposition and 
consent of those used. Such uses express physical superiority, or superiority of position, 
skill, technical ability, and command of tools, mechanical or fiscal…Giving and taking 
of orders modifies actions and results, but does not of itself effect a sharing of purpose, 
a communication of interests. (Dewey, 2004, p. 5) 
  
This exemplifies a divergence of needs and goals as study abroad becomes interpreted as 
an effective action for perceived needs when based upon value-laden objectives. This presents a 
rationale of disconnect from the reciprocity of multicultural dialogue, and may severely impede 
upon the sustainability of high quality study abroad programs that: enhance multicultural 
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capabilities that equip students with the knowledge, skills, attitudes and strategies to understand 
and manage themselves and their global relationships.   
 On the contrary, critical pedagogy and critical multiculturalism can be viewed as 
something more than just ethical rhetoric. As an alternative to a value-laden imperative of 
national security, critical pedagogy and multiculturalism can be strategic in nature and a means 
of sustainable international growth through multicultural empowerment. This is where Benjamin 
Bloom’s (1956) Taxonomy of Learning Objectives can be helpful in developing the argument 
that study abroad as a pedagogy of critical multicultural curriculum can also be an effective 
strategy or means to national well-being in a global society.  
 Just as Bloom described learning in domains such as the cognitive, affective, and 
physical, multicultural learning can closely mirror the cognitive model of Bloom’s Taxonomy 
(1956). Where, Bloom’s Taxonomy represents levels of intellectual behavior important in 
learning that begin with a base of knowledge that builds comprehension, application, analysis, 
synthesis, and culminates at the apex of evaluation. Cameron McCarthy (1994) described three 
separate multicultural discourses where multicultural curriculum can be developed. These three 
discourses were described as: cultural understanding, cultural competence and cultural 
empowerment (McCarthy, 1994). These three discourses were described as separate yet parallel 
tracks. However, they could be adapted for study abroad and interpreted as sequential learning. 
In such a way as comparing the rise from knowledge to evaluation in Bloom’s Taxonomy where: 
cultural understanding develops cultural competence, which in turn, creates cultural 
empowerment.  
 For example, as learning progresses from knowledge to understanding, recognizing 
cultural diversity in education allows the presentation of differences to develop an analytical 
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stage of cultural learning. The discourse of cultural understanding leading to competence is the 
vehicle to cultural empowerment. Where, in the delivery of multicultural education, assessment 
and evaluation skills are developed as highly useful tools in navigating an increasingly 
multicultural world as a means to develop critical thinking skills as well as skills of adaptability 
and fluid perspectives in a global environment of shifting dynamics. This may be viewed as 
connecting one’s place (community, nation, region, etc.) to places beyond (global), as students 
abroad literally move through physical domains that challenge cognitive preconceived notions of 
cultural relationships. McCarthy (1994) stressed the critical nature of multiculturalism as a 
challenge to preconceived notions in order to foster a multiplicity of perspectives.   
Critical multiculturalism should be founded on a multidisciplinary model that stresses 
interdisciplinarity, intellectual challenge, debate among contending perspectives, and 
the vigorous interrogation of received traditions. [emphasis added] (McCarthy, 1994) 
  
Herein lies the point of this critical analysis: study abroad presents an enormous 
opportunity for the vigorous interrogation of received traditions (on a global scale) through the 
experience of living a cultural alternative that can not only augment skills obtained domestically, 
but also equip students with the knowledge, skills, attitudes and strategies to understand and 
manage themselves and their global relationships. Yet, one major criticism of study abroad 
(especially with a democratizing goal of mass participation) is the potential that program 
development faces either a return to the elitist’s grand tour or the mass production of cultural 
consumers. Therefore, the remainder of this chapter is intended to evoke questions that are, 
arguably, of importance when considering ways in which to vigorously and critically interrogate 
contending perspectives of how and why study abroad will lift our vision and responsiveness to 
the rest of the world. 
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Study Abroad and Critical Pedagogy 
 
 Peter McLaren stated that: “Critical theorists begin with the premise that men and women 
are essentially unfree and inhabit a world rife with contradictions and asymmetries of power and 
privilege” (McLaren, 2003, p. 61). This allows critical pedagogy the ability to zoom in and out of 
the macro and micro levels in the process of connecting rife contradictions within a 
phenomenon, such as globalization. This premise can be an incredibly positive ancillary for 
goals of fostering globally minded citizens, not only as a strategy meant to preserve a macro-
level of U.S. global leadership, but also as a trajectory of peaceful and justice oriented security. I 
say this because the nature of globalization can be seen as both productive and destructive 
simultaneously. And, I argue that this means that study abroad should seriously effect 
perceptions of citizenship, community and responsibility to one’s place, as it is linked to others. 
Within this type of approach, study abroad as a critical pedagogy for multicultural empowerment 
may view a purpose of a globally minded citizenry as a critical and experiential dialogue for 
preserving productive global forces, and minimizing the dangers produced by increasing global 
stratification.  
 Just as critical theory recognizes that the world is full of rife contradictions, a critical 
pedagogical approach to study abroad can recognize this, and can see cultural terrain as a field of 
cultural empowerment and a potentially transformative experience. However, the 
interconnectedness of globe has not yet produced a singular “global” society. There are deficits 
in hearing, listening, and ultimately understanding those “other” voices. A dialectic approach to 
recognizing the dangers of global stratification (through experience) that is meant to conjure 
perceptions of citizenship, community and responsibility to one’s place as it is linked to others 
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seems incredibly difficult to visualize. Especially when particular communities, apparently, have 
nothing in common.   
 Gert Biesta’s (2004) distinction between a rational community and a community of those 
who have nothing in common seems to reveal an intersection of macro and micro levels insofar 
as, a rational voice may exist in increasingly broader situation using rational language. But for 
Biesta, the key distinction of the community of those who have nothing in common is oddly 
enough, more personal. It is not what is being said and whether it is rational, but who is saying it. 
His distinction of rational and unfamiliar communities is quite relevant to McLaren’s 
aforementioned statement of contradictions and asymmetries of power because when one 
expands the concept of community; say from beyond the neighborhood to the entire city, 
asymmetries of power become blaringly obvious. Such as, driving past a ghetto only to come 
across an opulent gated community just minutes later. Yet, navigation of the city and 
understanding its systems could be an entirely common and rational language throughout the 
whole city. However, from the perspective of communication between neighborhoods segregated 
from one another, rational communication as opposed to personal communication is ill equipped 
to foster empathy for a condition of inequality, because the rationality of what is being said relies 
on who is speaking of certain injustices.  
 What I find most interesting in Biesta’s (2014) distinction of rational and personal voice 
in: The community of those who have nothing in common: Education and the language of 
responsibility, was his description of dialogic learning across communities that equates to 
finding one’s voice and being the one who is speaking. 
There is, however, another way to understand learning, one, which does not think of 
learning as the acquisition of something that already exists, but instead sees learning as 
responding, as a response to a question. If we look at learning in this way, we can say that 
someone has learned something not when that person is able to copy and reproduce what 
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already existed, but when someone responds to what is unfamiliar, what is different, what 
challenges, irritates, or even disturbs. Here, learning is an invention or creation; it is a 
process of bringing something new into the world, namely, one's own, unique response, 
one's own voice (Biesta, 2004, p. 320). 
  
Ann Chinnery continues with Biesta’s conception of a community with nothing in 
common by highlighting a role of compassion that relates to a traditional view of kinship and 
community that is based on the recognition of shared suffering. This idea of kinship through 
suffering is another way of recognizing compassion as a prerequisite for participation in any 
given community that might be difficult to identify as a correct order of things, because global 
interdependencies has disrupted that preconceived order. In other words, suffering can reflect an 
evolving vantage point of a particular discourse of globalization: the destabilization of states 
through the removal of degrees of state autonomy or transformations of autonomy that are 
dependent upon levels of participation in global processes. Chinnery (2006) articulates this point 
of the suffering involved with subjection to one another as follows:  
On my view, a conception of community without identity requires a shift from the 
focus on positive similarity to a "kinship" based on a recognition of our existential 
incompleteness and fundamental suffering as subjects constituted in passivity and 
subjection to the other. (Chinnery, 2006, p. 333) 
  
As recognizable differences and interdependencies are being shared at a global level, 
Chinnery’s description of a community without identity: “as subjects constituted in a passivity 
and subjection to the other”, warrants further contemplation. And, I would add to this dialogue 
by interpreting that framing relations between communities as a form of subjection to each other, 
communities of “nothing in common” coexist in multilayered dimensions reaching from local to 
global. With perceptions of community thresholds that create the conductive nodes of power 
asymmetries, the incorporation of critical pedagogy into study abroad may imply that 
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participation in study abroad for the purposes of security (through the fostering of globally 
minded citizens) could also imply that compassion and social justice are more than just ethical 
goals, they are also strategic. Chinnery (2006) also described how compassion could be viewed 
not only as flowery kitsch, but also as an ability to live with the unexpected and adapt to change.   
Such compassion rests, however, not on the capacity to see similarity instead of 
difference, but rather on the capacity to live with the unexpected and unknown, to live 
with the radically other without attempting to annihilate or overcome otherness by 
seeking in the stranger some version of ourselves. (Chinnery, 2006). 
  
Also, I would liken the roles of suffering and compassion without having to view 
similarities as a prerequisite to the capacity to live in competition with what is different. 
Because, in the context of globalization conceptualized as a series of interrelated conditions: 
which bind global contexts into a state of being and/or working order, interrelated conditions 
become inextricable interdependencies (i.e. inter-subjection to the other) that not only create 
problems but also enrich life. This is where contemporary connections of interdependencies of: 
lands, languages and cultures (as globalization), threaten historical connections of state-based 
autonomy (as internationalization). This exemplifies a dilemma of discourse in the matter of 
study abroad as a strategic choice, which is often arrogantly based on a rationale of prominence.  
This is an imperative that seeks to: “overcome otherness by seeking in the stranger some 
version of ourselves.” This neglects the recognition of differences and compassion, as the 
capacity to live with the unexpected and ignores the crucial ability of critically evaluating one’s 
own nationality as a means fostering global self-awareness, flexibility and adaptation in an 
increasingly dynamic world. I think that when Paul Simon articulated his fundamental belief that 
a global experience should be part of every student’s education, he was essentially addressing the 
need to shake off ignorance and arrogance. His view that study abroad could, and in fact would, 
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“lift our vision and responsiveness to the rest of the world” was meant to address the cultural 
isolation and insensitivity of the American public to the rest of the world. Simon believed that 
the tragic events of September 11th should have taught the U.S. a lesson of the dangers of global 
insensitivities. I also believe Simon’s vision did not seek to, “overcome otherness by seeking in 
the stranger some version of ourselves.” On the contrary, he envisioned leadership that is 
sensitive to the world. However, the implications of the Lincoln Commission’s goal to make 
study abroad a cornerstone of undergraduate education (one million students abroad) and the 
subsequent diversification of study abroad warrants a more critical lens into the ways in which 
study abroad can be envisioned as a form of critical global pedagogy and how that fits into, 
“lifting vison and responsiveness to the world”.   
From this vantage point, I conclude this chapter by encouraging the reader to consider 
this as another point of departure. Specifically, it is a point of departure that moves from 
arguments meant to illuminate dilemmas of discourse towards theoretical frameworks and 
pedagogical approaches that aim to shift the valuing process of global learning towards the 
students… who are meant to be the agents of change. In the following chapter, this study’s lens 
zooms in on aspects of global learning that are juxtaposed with pedagogical challenges and 
approaches to global learning. Once more, it is organized in a way to bridge the theoretical 
considerations outlined in this chapter with the development of this study’s case and its 




Chapter 3: Global Learning Aspects & Approaches 
  
This chapter serves to provide a record of research that details theoretical and 
pedagogical considerations I have taken in the development and subsequent analysis of this 
study’s case: Global Learning: Study Abroad Exploration (Chapters 4-8). Therefore, this chapter 
draws heavily upon the Association of American Colleges and Universities (AAC&U) body of 
work surrounding global learning. I have done this for the purpose of anchoring approaches, 
particular ways of positioning global learning, to its visions and discourses surrounding study 
abroad as a thoroughfare for global learning. As this chapter moves from an analysis of aspects 
of global learning7 in conjunction with critical pedagogical approaches to learning, the analytical 
angle continues by problematizing concepts of global citizenship through the lenses of discourse 
and practice as well as status, rights and identities. This is done in order to demonstrate how 
global learning can alter the valuing process of “citizenship” that may not mesh well with 
particular discourses surrounding global citizenship.  
Finally, this chapter moves into the more specific approach of experiential learning and 
the practice of study abroad. This is meant to problematizes goals and expectations for students 
learning through experiences abroad by providing an examination of ironies of global learning 
through study abroad in the contemporary era of globalization. Which in turn, poses rhetorical 
questions for considering appropriate pedagogical and interventional approaches to global 
learning goals as a result of participation in study abroad that have influenced the design and 
analysis of this study’s case—Global Learning: Study Abroad Exploration. 
 
7 Here, I refer to ‘aspects’ of global learning (rather than ‘approaches’) in order to highlight specific ways 
in which global learning can be considered in 3 interrelated ways: 1) a particular part or feature of 
something, 2) a specific way in which something can be considered 3) the positioning of something in a 
specified direction. 
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Global Learning & Critical Pedagogy 
 
 In my own opinion, global learning is the demand for an education committed to making 
the world and people’s living conditions more humane. In this current, a global education carries 
with it the epistemological assumptions of: 1) how one might begin to understand the rapidly 
changing world in the contexts of globalization and internationalization, and 2) communicating 
this as knowledge to fellow human beings. For example, in the context of globalization 
conceptualized as a series of interrelated conditions: which bind global contexts into a state of 
being and/or working order, interrelated conditions become inextricable interdependencies that 
not only create problems but also enrich life. Moreover, knowledge of globalization as 
simultaneously liberating and destructive illuminates two core ethical assumptions: 1) educators 
are required to find ways to engage with structures and systems, both at home and abroad, so that 
2) education can simultaneously evolve to meet the needs of an interdependent world and 
communicate knowledge of a world rife with contradictions and asymmetries of power. From 
this vantage point, education for global learning aims to lead students to successful and 
responsible lives.  
However, I recognize that this personal vantage point is akin to “the pie in the sky”. 
Nonetheless, it is a critical staging point for considering approaches for guiding a philosophy 
towards theory and viable practices. In light of this, my lens of research and analytical angle 
draws heavily upon the Association of American Colleges and Universities (AAC&U) body of 
work surrounding global learning. The reason for this is because the AAC&U’s interinstitutional 
efforts supporting global learning models (spanning decades) presented a viable scaffolding for 
approaching how the pilot course might be enacted, embodied and realized. Here it would be 
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helpful to present a brief history the AAC&U’s Shared Futures initiative, mission and 
definitions.      
Since 2001, the Association of American Colleges and Universities (AAC&U) has 
worked through its initiative: Shared Futures, Global Learning and Social Responsibility to help 
member colleges and universities envision and enact global learning models that foreground 
questions of diversity, identity, citizenship, interconnection, and responsible action. The Shared 
Futures initiative supports the efforts of faculty, staff, and administrators in the creation of 
curricular, co-curricular, and integrated experiences to help students approach the world’s 
challenges and opportunities from multiple perspectives. Moreover, it is meant to help students 
engage ethical implications of asymmetries of power and privilege. Through this inter-
institutional effort, AAC&U has defined global learning as follows:  
Global learning is a critical analysis of and an engagement with complex, 
interdependent global systems and legacies (such as natural, physical, social, cultural, 
economic, and political) and their implications for people’s lives and the earth’s 
sustainability.  Through global learning, students should 1) become informed, open-
minded, and responsible people who are attentive to diversity across the spectrum of 
differences, 2) seek to understand how their actions affect both local and global 
communities, and 3) address the world’s most pressing and enduring issues 
collaboratively and equitably [emphasis added] (Hovland, 2005). 
  
Furthermore, AAC&U emphasizes that Global learning cannot be taught in a single course or 
a single experience, rather global learning is a cumulative process that cuts across an entire 
college career through curricular and co-curricular programs. Generally speaking, the AAC&U’s 
emphasis is one of integrative learning. It can be seen as a process of making connections, 
especially among concepts and experiences that can be applied to situations. But, if global 
learning is to be equated with integrative learning, there is one crucial difficulty: the complexity 
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of relationships in any perspective of world society. In light of this, the AAC&U (2006) has 
outlined six aspects for envisioning global learning. They are as follows: 
1. Global Self-Awareness: the continuum through which students develop a mature, 
integrated identity with a systemic understanding of the interrelationships among the self, 
local and global communities, and the natural and physical world.  
 
2. Perspective Taking: the ability to engage and learn from perspectives and experiences 
different from one’s own and to understand how one’s place in the world both informs 
and limits one’s knowledge, i.e. interrelationships between perspectives, such as 
personal, social, cultural, disciplinary, environmental, local, and global.   
 
3. Cultural Diversity:  the ability to recognize the origins and influences of one’s own 
cultural heritage along with its limitations. On an individual level, this includes the 
curiosity to learn respectfully about the cultural diversity. On a systems level, the 
important skill of comparatively analyzing how cultures can be marked and assigned a 
place within power structures can vary over time and place. This can include, but is not 
limited to, understanding race, ethnicity, gender, nationhood, religion, and class.  
 
4. Personal and Social Responsibility: the ability to recognize one’s responsibilities to 
society, locally, nationally, and globally, and to develop a perspective on ethical and 
power relations both across the globe and within individual societies.   
 
5. Global Systems: the complex and overlapping worldwide systems, including natural 
systems (those systems associated with the natural world including biological, chemical, 
and physical sciences) and human systems (those systems developed by humans such as 
cultural, economic, political, and built), which operate in observable patterns and often 
are affected by or are the result of human design or disruption. Students need to 
understand how these systems 1) are influenced and/or constructed, 2) operate with 
differential consequences, 3) affect the human and natural world, and 4) can be altered. 
  
6. Knowledge Application: in the context of global learning, the application of an integrated 
and systemic understanding of the interrelationships between contemporary and past 
challenges facing cultures, societies, and the natural world (i.e., contexts) on the local and 
global levels. An ability to apply knowledge and skills gained through higher learning to 
real-life problem-solving both alone and with others.  
 
 First of all, what is important in highlighting these aspects of global learning (and in their 
entirety) is that they are critical in nature. By critical, I mean to emphasize the various meanings 
of the adjective itself as: 1) of decisive importance and 2) involving skillful judgment as to truth 
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merit etc. However, these critical aspects can easily be in contention with national civic 
education programs, in the sense of learning geared towards socialization based on living in a 
particular national context or cultural ideology. Yet, I do not mean to imply that socialization for 
living in particular national contexts is unimportant, or that education for global learning requires 
a radical revolution. On the contrary, I provide this sort of counter argument because 
socialization based on national contexts is of decisive importance to the idea of global learning. 
For example, just as there is no one universal interpretation of our current global situation, global 
learning cannot begin without a particular starting point. Global learning begins with worldviews 
based on national and cultural ideologies. It moves from local to global in order to enable 
students to use skillful judgment in knowledge application towards the truth and merit of: global 
self-awareness, perspective taking, cultural diversity, personal and social responsibility, and 
global systems.  
 Secondly, global learning foregrounds pedagogical challenges because it is a concept that 
envisions an educative process that is both holistic and integrative in the sense of its broad 
approach. In other words, this creates a great challenge to the educator in so much as: how will 
the educator successfully guide and facilitate the learner’s ability to actualize global learning’s 
core values? This is a salient point when considering that the traditional model of values 
education has placed greater emphasis on the content of values instead of on the student, the one 
choosing and acting on the values. The responsibility largely rests on the educator. The student 
merely absorbs the material of the explicator. In the concept of global learning, there is a shift in 
the valuing process. Here, learning involves a dynamic interaction within the individual student 
and educator and between the students themselves in order for the valuing process to occur.  
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Moreover, pedagogy is a term used loosely in educational discourse. Simon (1987) writes 
that “talk about pedagogy is simultaneously talk about the details of what students and others 
might do together and the cultural politics such practices support. In this perspective, we cannot 
talk about teaching practices without talking about politics” (cited in McLaren, 1989, p. 187) It is 
in this inability to “talk about teaching practices without talking about politics” where critical 
pedagogical approaches, as a means of dealing with global learning appear to be highly 
appropriate.  
 At a broad level, critical thinking and critical pedagogy share some common concerns 
with the values surrounding aspects of global learning. Critical thinking and pedagogy, 
generally, imagine a society of individuals who are, to some extent, deficient or inaccurate in 
their abilities to use skillful judgment. According to Burbules and Burk (1999), “Critical thinking 
and critical pedagogy share a concern with how these inaccuracies, distortions, and falsehoods 
limit freedom, though this concern is more explicit in the Critical Pedagogy tradition, which sees 
society as fundamentally divided by relations of unequal power” (p. 46). In an interview with 
Global Education Magazine, Henry Giroux gave a rather direct and pithy description of critical 
pedagogy:  
First, I think it is best to think of critical pedagogy as an ongoing project instead of a 
fixed set of references or prescriptive set of practices–put bluntly, it is not a method. 
One way of thinking about critical pedagogy in these terms is to think of it as both a 
way of understanding education as well as a way of highlighting the performative 
nature of agency as an act of participating in shaping the world in which we live 
[emphasis added](Global Education Magazine, 2014).  
  
First of all, this way of thinking about critical pedagogy reinforces the aspect of global 
self-awareness as the continuum through which students develop a mature, integrated identity 
with a systemic understanding of the interrelationships among the self, local and global 
 49 
communities, and the natural and physical world. Second, the global systems aspect envisions 
that students need to understand how global systems are influenced and/or constructed, operate 
with differential consequences, affect the human and natural world, and can be altered. This 
poses the question, how do systems influence how life is lived and what options are open to 
whom? Furthermore, it suggests that skillful judgment requires one to understand how one’s 
place in the world both informs and limits one’s knowledge. And if place limits one knowledge, 
this implies that, to some extent, students really are deficient or inaccurate in their abilities to use 
skillful judgment. These implications require critical approaches in order to engage and learn 
from perspectives and experiences different from one’s own. This is also reflexive of AAC&U’s 
second aspect of global learning, perspective taking.    
 To put this idea into perspective, Henry Giroux provided a salient point in the same 
interview that can situate critical pedagogy in dialogue with both aspects of global learning and 
an approach to global citizenship.  
…it (critical pedagogy) is concerned with teaching students how not only to think but 
to come to grips with a sense of individual and social responsibility, and what it means 
to be responsible for one’s actions as part of a broader attempt to be an engaged citizen 
who can expand and deepen the possibilities of democratic public life (Global 
Education Magazine, 2014).  
 
This reflects the global learning aspect of personal and social responsibility: the ability to 
recognize one’s responsibilities to society, locally, nationally, and globally, and to develop a 
perspective on ethical and power relations both across the globe and within individual societies.  
 Giroux’s concept of critical pedagogy (among others) is the result of a long series of 
educational struggles that have extended from the work of Paulo Freire. For Freire (2000), 
critical pedagogy is recognizing that people and learning always exist in cultural contexts: 
“People as beings ‘in a situation,’ find themselves rooted in temporal-spatial conditions which 
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mark them and which they also mark.” [emphasis added] (p. 109). It is in this passage from 
Freire’s Pedagogy of the Oppressed that the global learning aspect of cultural diversity becomes 
clear in its relation to critical pedagogy. On an individual level, this includes the curiosity to 
learn respectfully about the cultural diversity. On a systems level, the important skill of 
comparatively analyzing how cultures can be marked and assigned a place within power 
structures can vary over time and place. This includes, but is not limited to, understanding race, 
ethnicity, gender, nationhood, religion, and class.  
 However, this analysis of the relationships between global aspects of learning and critical 
pedagogical approaches has ignored one crucial point, critical consciousness. For Freire, 
"Critical consciousness is brought about not through intellectual effort alone but through praxis 
— through the authentic union of action and reflection" (cited in Burbules and Burk, 1999, p. 
52). What makes critical consciousness a crucial point is the question: which intellectual efforts 
create the possibility of the authentic union of action and reflection? In other words, just as there 
is no one universal interpretation of our current global situation, global learning cannot be 
defined without a particular starting point. This begs to question, who or what determines which 
inaccuracies, distortions, and falsehoods create limited freedom? Burbules and Burk (1999) 
expresses this contention between teaching and indoctrinating when they wrote, “Teaching 
students to think critically must include allowing them to come to their own conclusions; yet 
critical pedagogy seems to come dangerously close to prejudging what those conclusions must 
be” (p. 54).  
 Moreover, critical pedagogy also runs the risk of excluding voices and concerns of 
particular groups in favor of others. David Gruenewald (2008) argued that the discourses of 
“critical pedagogy” and “place-based education” are mutually supportive of one another, as a 
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“critical pedagogy of place”. Gruenewald described a critical pedagogy of place as both a 
pedagogy and practice, which examines the place specific connections between environment, 
culture, and education; that is linked to cultural and ecological politics. This appears to be a 
natural fit, right? However, the exclusion of voices becomes evident when Gruenewald wrote: 
“If place-based education emphasizes ecological and rural contexts, critical pedagogy—in a near 
mirror image—emphasizes social and urban contexts and often neglects the ecological and rural 
scene entirely” (p. 309). Gruenewald’s description points not only to the avoidance of radical 
multiculturalism in place-based discourses, but also the role critical pedagogy plays in racially 
and ethnically divided urban contexts; where in ethnically divided societies, equal citizenship 
can only be assured with minority rights. This type of emphasis can have the effect of 
simultaneously reinforcing the mark of culture, ethnicity and race to assigned places within 
power structures, all while in the attempt to counter injustices.     
 However, globalization has dramatically increased interconnectedness and 
interdependencies causing a broad array of new problems as well as new opportunities. In the 
sense of “critical” meaning skillful judgment, global learning really does require one to 
understand how one’s place in the world both informs and limits one’s knowledge. It requires 
examining the interrelationships between contemporary and past challenges facing cultures and 
societies. If global learning requires personal and social responsibility, this requires (to borrow 
the words of Henry Giroux once more) “…not only to think but to come to grips with a sense of 
individual and social responsibility, and what it means to be responsible for one’s actions as part 
of a broader attempt to be an engaged citizen who can expand and deepen the possibilities of 
democratic public life” [emphasis added] (Global Education Magazine, 2014).   
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 And, I have emphasized citizen because this highlights an extremely problematic 
approach to globalized learning, education for global citizenship. Global citizenship is neither a 
neutral nor a simple concept. I would argue that it is even a more difficult concept than 
globalization. It not only entails all the complexities of globalization but also includes engaging 
with moral judgments on practices and beliefs. This requires some sort of guidance, a critical 
pedagogy, that helps students go beyond neutrality in order understand complexities of 
differences that helps recognize the implication of actions and social inequalities. I say this 
because students can often be faced with the indecisiveness of wanting social justice without 
relinquishing power. This indecisiveness is, often times, reinforced by the agents that reproduce 
inequalities, even schools. (Schultz, Abdi, Richardson, 2010).         
Global Citizenship Approach 
 
 Take for example President Barack Obama’s proposition in the 2013 State of the Union 
address: Every day, we should ask ourselves three questions as a nation. How do we attract more 
jobs to our shores? How do we equip our people with the skills they need to get those jobs? And 
how do we make sure that hard work leads to a decent living?” (Obama, 2013) This type of 
discourse adheres to an underlying emphasis that U.S. global prominence will require an effort to 
extend a national perspective outward in an understanding of interdependencies, as its effects 
really do hit home. And when addressing education, the 2013 State of the Union speech mirrored 
the U.S. Department of Education’s first ever fully articulated international strategy (2012), 
which stated the educative imperative for an international focus must integrate skills and 
dispositions.  
In today’s globalized world, an effective domestic education agenda must address 
global needs and trends and aim to develop a globally competent citizenry. It is no 
longer enough to focus solely on ensuring that students have essential reading, writing, 
mathematics, and science skills. Our hyper-connected world also requires the ability to 
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think critically and creatively to solve complex problems, the skills and disposition to 
engage globally, well-honed communication skills, and advanced mathematics, science 
and technical skills (p. 2).  
  
This statement could possibly have been the answer to Obama’s rhetorical questions. 
Where, a globally competent citizenry is the broad answer. However, global competencies, 
global awareness and globally informed are terms which are often linked to perspectives 
regarding global citizenship. Global now becomes a highly valuable adjective for the 
modification or improvement of any traditional perspective of citizenship, especially in a world 
of omnipresent international competitiveness. Yet, global citizenship is a highly problematic 
term, as its value is not institutionally conferred but increasingly institutionally emphasized. 
 The economic value of global citizenship illuminates ethical considerations. For example, 
reconsider Obama’s proposition: How do we attract more jobs to our shores? How do we equip 
our people with the skills they need to get those jobs? And how do we make sure that hard work 
leads to a decent living? These rhetorical questions bring success and responsibility in dialogue 
with one another. In other words, this illuminates the indecisiveness of wanting social justice 
(hard work leading to a decent living) without relinquishing power (continued U.S. global 
prominence). If the scope of individual responsibility is expanded, in line with the desire to take 
on responsibility at a global level, responsibility for interconnected global processes runs the risk 
of a moral overload.  
 Evoking an image of global citizenship begs to question how citizenship is valued and 
experienced. Questions of citizenship’s value could be either of ethical or economic worth and 
might address positional aspects such as: should individuals choose a purpose, such as combating 
social inequities? Or, should individuals be evaluated by their capabilities or skills? In other 
words, should the value of a citizen be based on the individual purpose they choose to serve 
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and/or the capabilities they bring to the table? And, is the purpose of an individual citizen’s 
practice shaped solely by personal/ethical reasons or potential economic value? I pose these 
questions, yet again rhetorically, because as communication capabilities, human mobility and 
economic interdependencies increase, any agenda that individuals choose to pursue may serve 
more as a means of self-identification that is, perhaps, in conflict with an institutional identity. 
Status and the subsequent rights conferred on individuals may problematize perceptions of one’s 
responsibilities to one’s place and places beyond based upon how one pursues what they value. 
 This leads to a crucial question, how would “global citizens” actually practice their own 
formal (national) citizenship when considering how it is linked to broader concepts of 
citizenship? The relevance of a more contemporary concept of citizenship, as global, globally 
informed, or globally competent, might be in conflict with attitudes and values that correspond 
with views of citizenship tailored to very different historical contexts. Lawy and Biesta (2006) 
addressed this point very clearly when they stated: 
Rather than addressing fundamental questions about the contemporary relevance of a 
concept that has been superseded by changes in the national and global economy, a key 
concern of politicians and educational policy-makers, particularly in the last two 
decades, has been to fabricate policy that best inclines young people towards a set of 
values and attitudes that are commensurate with a view of citizen-ship forged in a 
different era. (p. 36) 
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And, if global competencies are of the concern of politicians and educational policy 
makers as a means of developing global citizens, specifically through the acquisition of 21st 
century global competencies,8 learning outcomes should reflect how individuals:  
Use their knowledge and skills to investigate the world beyond their immediate 
environment, recognize their own and others’ perspectives, communicate their ideas 
effectively with diverse audiences, and translate their ideas into appropriate actions 
recognizing their own and others’ perspectives and use appropriate actions. [emphasis 
added] (U.S. Department of Education, 2012, p. 5)  
 
This clearly places a burden of creating an augmented or alternate consciousness on learning 
outcomes designed for participation on a global stage. This is, arguably, where appropriate 
actions (afforded by global competencies) can become global citizenship in practice.  
 I argue this claim of equating appropriate actions with global citizenship as practice 
because: practice (as a general definition) not only refers to a repeated exercise in or 
performance of an activity or skill so as to acquire or maintain proficiency in it, but also refers to 
the actual application or use of an idea, belief, or method as opposed to theories about such 
application or uses. And, I further this line of thinking by highlighting that viewing global 
competencies as “21st century skills applied to the world” implies not only a perceived level of 
worldly proficiency, but also the ideas, beliefs or methods in applying such proficiencies. In 
other words, global citizenship as practice also highlights global citizenship’s ethical dilemma 
insofar as ideas, beliefs and methods in practicing global citizenship may question the virtues of 
one’s current status. Once more, just as there is no one universal interpretation of our current 
 
8 I am referring to 21st century global competencies as articulated in the U.S. Department of Education’s 2012 
publication, Succeeding Globally Through International Education and Engagement. Where, the 1st Objective states 
that: “The Global Competence Task Force, formed and led by the Council of Chief State School Officers and the 
Asia Society, defined globally competent individuals as those who use their knowledge and skills to investigate the 
world beyond their immediate environment, recognize their own and others’ perspectives, communicate their ideas 
effectively with diverse audiences, and translate their ideas into appropriate actions. In short, global competencies 
are “21st century skills applied to the world.” (p. 5) 
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global situation, there is no single universal ethic of global citizenship that does not oversimplify 
its complexities. In order to get at complexities of global citizenship, a non-neutral analysis of 
citizenship must include social analysis, which problematizes questions about the economic, 
political, cultural, aspects of a society granting citizenship.  
 Here it would be helpful to analyze the interplay between status rights and global 
citizenship in order to demonstrate how the complexities of global systems are influenced and/or 
constructed, operate with differential consequences, affect the human world, and can alter the 
valuing process of “citizenship”. The following section analyzes different kinds of “quazi-
citizens”, which is meant to highlight different levels of worldly proficiency and means of 
material acquisition. This, in turn, highlights beliefs or methods in applying/practicing such 
proficiencies. This too can illuminate the examination of one’s moral traditions, individual life 
narratives and the “what it might be like” scenarios in the practice of citizenship on varying, and 
contentious levels ranging from local to global. The following analysis essentially problematizes 
the concept of citizenship on a global level, through the lens of immigrants, exiles and nomadic 
professionals (i.e. expatriates), in order to demonstrate how the approach to global citizenship 
can be bifurcated and potentially misleading.      
Status, Rights, Identity and Global Citizenship 
 
 For many people, citizenship is primarily thought of in terms of nationality, law, and 
legal membership in a state. However, when considering how citizenship is molded by 
nationality, it is important to conceptualize principle aspects of citizenship, which equates to 
formal membership in a state. Christian Joppke (2007) defined these principle aspects as status, 
rights, and identity; which can serve to demonstrate the significance between citizenship and the 
political and social spheres. Joppke’s descriptions of the dimensional aspects of status, rights, 
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and identity as corresponding to the political and social spheres of influence are outlined below 
in table 2. 
Table 2: Dimensional Aspects Citizenship 
Spheres of Influence 
Political Social Aspects 
Legal access to institutions of 
state 
Internal diversification along 
ethnic, socioeconomic, racial 
and religious lines 
Status 
Entitlement to government 
protection and the autonomy 
of the community to self-
govern 
Civil liberties, social 
mobility, and autonomy of the 
individual 
Rights 
Prescribed affiliation of 
individuals or groups to the 
state 
The connotation of diversity 




 Joppke’s idea of three social and political aspects of citizenship demonstrates the 
relationship between individuals and the state in a traditional sense of the terms of nationality, 
law, and state membership. However, in an evolution from heterogeneous to homogenous 
communities functioning across borders, the dimensions of citizenship are greatly affected by the 
pressures of integrated economies, instantaneous communications and increased human mobility. 
This can affect or even disrupt the relationship between identity, status and rights. Worldwide 
perceptions of citizenship take different forms as the interplay and importance of status, rights 
and identities transform in the flow between political and social spheres within a global 
economic current. This presents the conceptual dilemma of the re-spatialization of citizenship as 
the relationship between social and political spheres evolves. For example, formal citizenship 
depends on the identification of a prescribed affiliation of individuals or groups to the state. 
However, internal diversification along ethnic, socioeconomic, racial and religious lines can 
greatly affect informal modes of citizenship. Alina Sajed (2010) and Aihwa Ong (2007) have 
illuminated situations where status supersedes identity completely and citizenship can exist, on a 
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superficial layer, without being legally identified as a citizen. Furthermore, even when an 
individual or group is legally identified as a citizen, identity can be socially unacceptable due to 
a lack of vertical social status (class).  
 Alina Sajed’s (2010) draws attention to a complex relationship of citizenry as a result of 
an era of colonization. Sajed’s essay concentrated on the postcolonial relationships between the 
former Francophone countries of Northwest Africa and France itself.  Where, generations of 
colonial assimilation have produced a linguistic and cultural hybrid struggling with its 
postcolonial relationship to France and a new form of Arab assimilation. This is a conflict 
between status and identity. “Even if independent from France, the Maghrebian states continue 
to be economically and culturally dependent on it.” (Sajed, 2010, p. 365) Yet, the nation building 
process “revolves around the idea of an Arab identity” (p. 365) which in turn, gives status 
through class to Maghrebian immigrants in France. Status afforded by a willingness to identify 
more with the former than the later through language and custom, all in a large scale diaspora.    
 Sajed uses two terms to delineate between the newcomers in France, the immigré and the 
exilé. “The categories of immigrant and exile are social categories constituted through relations 
of power: asymmetrical claims to belonging in the Franco-Maghrebian borderland stem from 
unequal experiences of language, hybridity, racial profiling, and socioeconomic standing” (p. 
376). The comparison between the exile and the immigrant and diasporic citizenship has 
incredible implications related to status versus identity; where status may earn freedom and 
identity earns constraint. 
 Aihwa Ong (2007) explored status and identity in a community of knowledge, where 
expatriates add to and reflect the symbolic values of Asian cities arriving on the global stage. 
This is a community where one can become a ‘quasi-part-time-citizen’ in the metropolis based 
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on one’s status of knowledge and the benefits that may follow one into the ‘mega-city’. The idea 
of a quasi-part-time-citizen is described by Ong as nomadic professionalism. Where high level 
“…mobile managers, professionals, and scientists can accelerate the accumulation of material 
and symbolic capital” (p. 83). This is where the Asian investment in large cities is a means to 
“reel in the talents” of high status, highly skilled human resources in technological and scientific 
fields.  
 This fishing analogy requires bait and as Ong titled the essay Please Stay: Pied-a-Terre 
Subjects in the Megacity, this image implies affluence, the affluence of a truly cosmopolitan 
citizen who can afford to maintain residence in multiple global locations. “The visiting expert is 
attracted not only by job perks and tax breaks, but also by the creation of global lifestyle 
conditions in the Asian megacity” (p. 89). Where, lifestyle conditions refer to luxuries such as 
gated communities in choice neighborhoods, opulent hotels, and premium supermarkets. These 
elevated lifestyles are typically well above the means of the city’s quotidian “citizens”. However, 
the image and lifestyles used to reel in the catch are crucial to the status of the city in a global 
market for the accumulation of material and knowledge capital through the lure of brightest 
minds. 
Returning to Joppke’s dimensions of status, rights and identity and the overlapping 
effects one has on another, one might be convinced that status, pertaining to global citizenship, is 
at the top of the hierarchy because identity depends solely on status when delegating rights or 
opportunities for material acquisition. For example, the exile uses status to be identified as a 
cultured individual that enjoys the rights of social mobility, whereas the immigrant’s status is a 
more severely marginalized identity and loses rights in both the country he left and where he 
arrived. The two may be from the same diasporic group yet their status is their vehicle to 
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privileges. Even a city’s status can serve as a vehicle for global competition. Political institutions 
offer lucrative opportunities to develop a global status. Citizenship for those they are wishing to 
attract is an elevated lifestyle in compensation for productivity. This may be described as the 
right of privilege and it is only afforded through high status with no regards to national, racial, or 
religious identities.  
 In conceptualizing citizenship in alternate forms or quasi-citizenships (as they unfold in a 
globally economic current, such as the immigrant, exile and nomadic professional), the reflection 
of changing societal and political goals illuminates perceptions of citizenship’s values, virtues 
and morals as: a code of interpersonal behavior, and perhaps, even a code of international 
behavior that is considered right or acceptable in a particular society. However, the code can be 
flexible depending on the particular political, economic or cultural states of being. This type of 
flexibility does not always constitute a solely cosmopolitan virtue, but can lead to the 
reexamination and increased entrenchment of nationalistic ideals based upon global citizenship’s 
“strategic status”.   
 As I have mentioned before, it is in the inability to “talk about teaching practices without 
talking about politics” where global learning appears to warrant critical pedagogical approaches. 
This also holds true to practices in any approach to global citizenship. Without problematizing 
questions about the economic, political, cultural, aspects of citizenship, any educative practice 
for global citizenship (with an ideal of global justice) is effectually kitsch at worst, but always 
faces an ironic dilemma. In other words, a global citizenship approach should aim to find, 
without exaggeration, the emancipatory possibilities afforded by globalization. However, the 
growing investment and emphasis at both the federal and institutional level on increasing study 
abroad participation turns on the popular and long-accepted belief that a study abroad experience 
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uniquely improves the intercultural skills of all participants (Lincoln Commission, 2005). This 
type of statement warrants a critique. Here it would be helpful to briefly revisit trends in U.S. 
study abroad. Then, problematize experiential approaches to learning and the practice of study 
abroad in order to begin considering appropriate pedagogical approaches to global learning goals 
through participation in study abroad. 
The Experiential Approach and the Practice of Study Abroad 
 
 U.S. study abroad in the early 21st century has been marked by a diversification and an 
imperative of greatly increasing participation (Lincoln Commission, 2005). This includes: new 
forms of study abroad in order to accommodate majors that were not traditionally common in 
study abroad (DeWinter, Rumbley, 2010), diversification of participating students from different 
socioeconomic, racial and ethnic statuses (Stallman, Woodruff, Kasravi, Comp, 2010), and 
diversifying locations of destination beyond Western Europe to include developing nations 
(Ogden, Soneson, Wetting, 2010). As a result, shorter study abroad options have become 
increasingly abundant and popular and have been seen as a means to increase participation. This 
diversification process is in response to the imperative of increasing the number of college 
graduates with the ability to effectively interact on a global stage. This has become a national 
policy priority for many professional education abroad organizations and has had a profound 
effect on perceptions of study abroad, as an experiential means of fostering global learning and 
producing globally competent citizens. 
 However, one of the fundamental beliefs of experiential education is that experiences are 
not educational in and of themselves. Dewey (1997) wrote: "Activity that is not checked by 
observation of what follows from it may be temporarily enjoyed. But intellectually it leads 
nowhere. It does not provide knowledge about the situations in which action occurs nor does it 
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lead to clarification and expansion of ideas" (p. 25). Although true education builds on a 
foundation of experience, experiences do not have equal educational merit. Dewey (1997) also 
wrote that some experiences could be "mis-educative" when they have the effect of restraining or 
distorting the growth of further experience. For example, a student’s negative experience with 
cultural difference while studying abroad can lead to a sort of conclusion that ranks the host 
nation’s culture in its entirety as inferior with nothing more to contribute to learning. This can 
stymie or even cause a student to retreat from further opportunities of experiencing different 
aspects of the host nation’s society. This is a mis-educative experience because the student’s 
experience has halted the transformation of experience into knowledge that is applied through 
further actions (Kolb, 1984).  
 However, study abroad seems to face a problematic nature embedded within its goals of 
aligning the mission of the academy with that of the state. In order to develop strategies for study 
abroad meant to foster globally minded citizenship through experiences abroad, one difficult 
pitfall to avoid is a “mis-educative” experience. In the case of mass participation, it’s important 
to avoid the production of economically privileged cultural consumers. Or in the case of 
diversifying locations of study abroad in developing countries, a difficult challenge can be the 
avoidance of the false consciousness of poverty tourism. Furthermore, in the case of increasing 
short-term options, one difficult problem is avoiding a form of travel solely dependent on the 
aura of the location and its monuments, ancient ruins or traditional dress. In other words, limited 
time in the location can limit the opportunities for interpersonal encounters that critically engage 
the dynamics of the host culture.  
 All of these point to one major criticism of study abroad and especially with a 
democratizing goal of mass participation, quantity does not always equal quality. By this, I mean 
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that within goals of increasing enrollment, there is a potential that increased programmatic 
development faces either a return to the elitist’s grand tour or the mass production of cultural 
consumers. The systematic production of study abroad has a sociohistorical relationship with 
perceptions of culture as categories reminiscent of high and low.  
 A sociohistorical debate9 that addresses the production of culture (that can be viewed in 
conjunction with study abroad) is seen through the lenses of Max Horkheimer and 
TheodorAdorno in comparison to Walter Benjamin. Horkheimer and Adorno voice concern of 
the mass mediated production of mass mediated American culture. For Horkheimer and Adorno, 
the mass mediated cultural production gave a larger swath of access to culture but at the price of 
rigorous analysis. In other words, mass mediated cultural production can be viewed as an 
overwhelming distraction, which discourages engagement of critical thought and reinforces a 
form of cultural obedience through consumption (During, 1999). In this sense of liberalized 
study abroad as a form of mass cultural production, programs can become a simple complacent 
spectacle of witnessing a predetermined authentic culture in a way that Horkheimer and Adorno 
viewed American mass media. 
 Fortunately, Horkheimer and Adorno’s compelling bleak image of cultural production 
has a counter vantage point that allows room for a way of seeing mass-produced culture from a 
more productive vantage point. For Benjamin (2008), a guarded yet less bleak outlook on the 
democratization of culture is presented. Where Horkheimer and Adorno argued that high culture 
was being destroyed by mass production, Benjamin argues that before culture could be 
mechanically reproduced it could not be separated from its privileged space. Benjamin described 
 
9 I am using a comparison of Theodor Horkheimer and Max Adorno’s essay, The cultural industry: 
enlightenment as a mass deception and Walter Benjamin’s, The Work of Art in the Age of Its Mechanical 
Reproducibility and Other Media Writings because of its relevancy to the perception of study abroad as a 
cultural industry. 
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this privileged space as its “aura”: a place of high aesthetical value reserved for the bourgeois 
petite as defined by the exclusionary measures of the bourgeois themselves. Benjamin did not 
deny that mass produced forms of culture were not at risk of creating complacency. However, 
the argument of mass production and reproducibility presents fertile grounds for democratizing 
absorption of culture. A form of absorption that was once reserved for the few has a possibility 
for new interpretations in the masses, even though for many it is simply a distraction. In the 
words of Benjamin, what was Horkheimer and Adorno’s grief in the demise of high culture 
reserved for the few was simply the aestheticization of politics. What this means for study abroad 
is that (as a cultural industry) it really needs to be careful of simply considering travel as 
experiential education in and of itself. This runs the risks of being “mis-educative”.     
 Furthermore, study abroad is by no means an impartial experience. Students may carry 
with them predispositions of politics, economy and culture that are problematized upon 
embarking on a journey, which cross multiple preconceived thresholds. In the “experience” of 
studying abroad, a student literally travels across a plurality of geographical communities on 
multiple scales such as: his local neighborhood, campus, state, and nation, to be received abroad 
in a somewhat opposite order. I would argue that in crossing these thresholds of communities, 
study abroad becomes a series of travels across preconceived notions of places; where the travel 
narrative functions solely as a very basic framework that identifies the steps of the journey. The 
experiential becomes the currency that holds value as the student moves through the course of 
communities, where the navigation of global learning depends on dialogue and critical analysis. 
 In order to engage in a critical reflection of concepts of community in relation to goals of 
study abroad, identifying a general purpose of critical theory may complement engagement 
abroad. By highlighting the pragmatic experience as dialogue between communities, the 
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experience of traveling is not just a narrative of the journey between places, but a transformation 
of perspective which links awareness of one’s mode of participation in multiple places to one’s 
own formal citizenship. Peter McLaren (2003) described the dialectical nature of critical theory 
as cultural empowerment and ultimately transformative.   
The dialectical nature of critical theory enables the educational researcher to see school 
not simply as an arena of indoctrination or socialization or a site of instruction, but also 
as a cultural terrain that promotes student empowerment and self-transformation (p. 
62)  
  
As an obverse to dialogic learning, narrative practices rely on the transmission view of 
communication, or as described by Paulo Freire (2000) as concept of knowledge banking that 
relies on a transmission of prescribed knowledge. The transmission view of communication 
between the educator and those being ‘educated’ is unequivocally the most common model of 
schooling. A model where information regarded as knowledge is transmitted by the authority of 
the explicator to be received, processed and deposited into the student’s bank of knowledge. In 
this model, the imparting of knowledge retains a static notion of knowledge as information: a 
concrete fact or truth that may remain unchallenged for some time. By disconnecting from the 
reciprocity of dialogue, the process of learning through narratives neglects the formation of 
critical analytical skills necessary for transformation.  
 However, the forthcoming experience of students embarking on the pragmatic journey, 
especially for the first time, will confront students with highly unfamiliar realities and 
ambiguities that challenge preconceptions of community, citizenship, and responsibilities. Since 
the educative process through study abroad does not mirror a structural assimilative process of 
schooling, analytical skills depending on the recall of prescribed narratives of a particular place 
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in the presence of ambiguity can stymie or interrupt the dialogic experience of a ritualistic view 
of community and culture.  
 The narrative represents a symbolic order, which transfers information. On the contrary, a 
ritualistic view of communication operates to provide not only information but also confirmation 
of an ongoing social process of communion and fellowship. For example, John Dewey (1916) 
stated that, “Communication is a process of sharing experience until it becomes a common 
possession. It modifies the disposition of both parties who partake in it” (p. 9). James Carey 
(2009), who was heavily influenced by John Dewey, presented a useful articulation of this point 
that presents ritualistic communication as participation leading to confirmation. Carey’s 
description is as follows: 
This projection of community ideals and their embodiment in material form—dance, 
plays, architecture, news stories, strings of speech—creates an artificial though 
nonetheless real symbolic order that operates to provide not information but 
confirmation, not to alter attitudes or change minds but to represent an underlying order 
of things, not to perform functions but to manifest an ongoing and fragile social process 
(p 15). 
  
I find Carey’s words to be noteworthy here because communities of any related interests 
are formed through the continuous processes of a collective and fragile web of confirmation 
through dialogue. On the contrary, (traditionally) sociologists conceived of a culture as bounded 
and coherent, serving the purposes of social integration rather than confirmation (Rizvi, 2007). 
Globalization challenges this conception. The globally strategic nature of community as a 
cultural perception, in both a geographical sense as well ideological functioning in an epoch 
connect, is crucial to critically analyze relationships between disparate communities functioning 
within the interdependent nature of globalizing processes.  
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Moreover, Tomlinson (2000) argued, “if connectivity really does imply proximity as a 
general social-cultural condition, this has to be understood in terms of a transformation of 
practice and experience which is felt actually within localities as much as in the increasing 
technological means of access or egress from them” (p. 9). By recognizing dialogic processes in 
and between any concepts of community, participation in study abroad should not only provide 
information, but also confirm how culture and community is dynamic rather than static. This 
should also encourage students to consider how asymmetries of power can position communities 
within different levels of communication and interdependencies. Is this not globally minded, 
which links place and participation? However, places still remain a tricky subject when 
conceptualizing community.   
 Location is very influential in the contemporary psyche when considering communities. 
Communities are often circumscribed into neat compartments that are general and easily 
identifiable by their demographic statistics, economy, architecture or customs. This narrates a 
correct order of places. This also ignores contextual influences from both above and below (the 
macro and micro) in the existence of community on multiple scales; where a constituency 
projects ideals in symbolic and material forms that do not serve to impart the essential identity 
but construct a representation of order that is manifested in the (re)production of social process. 
The processes of socialization through both transmission and ritualistic communication occur not 
only in one set point, but could be conceptualized as interrelated conditions, in a sense of state of 
being, working order and/or quality; which relate or connect to one another through shared 
values and mechanisms. In this current, the term globalization can be interpreted as a connection 
or network of communities on different scales to global contexts through interdependencies. 
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 Rhetorically speaking, is this where the formation of an identifiable community comes 
into a state of being through a representation of sharing as dialogue? Or, are the interrelated 
conditions the identifiable factors of an order of place or just an order of things? And, which 
conditions exist on what scale? These questions warrant dialogue in their contextual nature that 
is uneasily transmitted as concrete knowledge because of the fluidity of global interactions. This 
problematizes concepts of community that can be compared between geography and ideology as 
a group of people in close proximity or a group of people who share common values without any 
regards to geographical location, but are nonetheless, dependent upon one another.  
 This flexibility in the principle of shared community may allow the space to develop 
critical perspectives of global citizenship. It might also serve as a foundation of experiential 
global learning where student-learning communities become immersed within and are in 
dialogue with local host communities. This type of flexibility also serves to further the goal of 
learning, not only learning from and in the local host community, but also within a community of 
learners. In other words, groups of students abroad represent a community of learners who 
collaboratively analyze and reflect upon their experiences with not only the host community, but 
also with each other. This leads to another flexible viewpoint.  
For many students, testing ideas, engaging in dialogue, and sharing what they have 
learned with their peers is one of the most important aspects of the educational process 
(Lutterman-Aguilar, Gingerich, 2002). But, can student learning communities-to-local host 
communities and peer-to-peer critical analyses and reflections on experiences while abroad be 
reasonably expected to occur organically? One strange irony for study abroad in the age of 
intense globalization is that it is widely seen as a necessary practice for fostering intercultural 
competencies. However, as the world is increasingly globalized, it may be more difficult to 
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achieve these outcomes. In other words, the basic premise of sending students abroad is to 
connect them with the unfamiliar, all while the familiar is becoming much more recognizable 
abroad (Twombly, Salisbury, Tumanut, Klute, 2012). This leads once more to another strange 
irony. Goals of dramatically increasing participation in study abroad, such as the Lincoln 
Commission’s target of 1 million students abroad annually, requires a massive systematic 
approach. And with a mass approach to the field, the ability to develop pedagogical strategies as 
goals of liberalism (openness to new behaviors or opinions) may often be at odds with exigencies 
of capitalism (the need to develop skills for a global marketplace). Yet, globalized learning goals 
of liberalism and exigencies of capitalism are also dependent upon one another, i.e. openness to 
new behaviors and opinions is a skill valuable in a global marketplace.  
Here again, this type of thinking requires zooming in from broader pedagogical 
considerations towards possible interventions. In the following section, I scale down the 
analytical lens once more by sharing my own thought processes for interventional approaches 
meant to scaffolding a deeper understanding one’s international experiences. That is to say, I 
outline my own considerations for students to reflect on global learning in a way that can be 
viewed not only as an exercise in or performance of worldly proficiency (as to acquire the skills 
of global competencies), but also as an exercise in or performance of the ideas, beliefs or 
methods in applying such proficiencies. This is presented in the following as a way to bridge the 
theoretical considerations I have taken towards the development and analysis of this study’s 
case: Global Learning: Study Abroad Exploration with the design considerations and this study’s 




Interventional Approaches & Guided Reflections 
 
 Although I’ve problematized and critiqued visions of study abroad in a rather critical 
tone, I completely agree that increasing participation and diversifying study abroad is incredibly 
important. Having stated this, I also believe it is beyond the scope of most study abroad 
programs to realistically expect that all aspects of global learning presented in this chapter can 
come to fruition from a single study abroad experience. It is also too much of an assumption to 
expect that simply participating in a study abroad program improves intercultural competencies 
without considering and reflecting on particular experiences that have augmented openness to 
new behaviors and opinions. Nonetheless, the complexities of globalization, citizenship, status 
rights and identities shared in this chapter aimed to paint a picture of how study abroad affords 
an intensely powerful cultural terrain that has incredible potential to foster student empowerment 
and self-transformation. However, this juxtaposition of the AAC&U’s aspects of global learning 
and critical pedagogical approaches foregrounds the very personal nature of global learning and 
its challenges.  
First of all, the personal nature of global learning creates a great challenge to the educator 
in so much as: how will the educator successfully guide and facilitate the learner’s ability to 
actualize global learning’s core values? For example, the cultural diversity and perspective 
taking aspects of global learning aim for: 1) an ability to recognize the origins and influences of 
one’s own cultural heritage along with its limitations, as well as 2) how one’s place in the world 
both informs and limits one’s knowledge. These challenges are both personal as much as 
systematic when meant to be an educational endeavor. For example, on an individual level the 
challenge includes the curiosity to learn respectfully about cultural diversity and perspectives. 
On a systems level, the same challenge includes fostering skills of comparatively analyzing how 
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cultures can be marked and assigned a place within power structures without prescribing values. 
This includes the challenge of how one’s place in the world can structure one’s perspective and 
limit knowledge. Again, on the individual level, students come to programs with different levels 
of curiosity or reasons for participating. This can lead to a wide range of perspectives within a 
learning community. And on a systems level, skills of critically comparing and analyzing 
difference and power structures might be completely absent from a student’s tool box entering 
tertiary education in a 21st century audit culture. With this in mind, I also believe that well 
designed structured interventions, which allow for students to critically reflect upon and evaluate 
their own personal experiences are essential to maximize global learning and recognition of 
intercultural competencies afforded by the intensity of the cultural terrain during a study abroad.  
Secondly, structured interventions can take multiple forms, such as a seminar or writing 
activities or even both. More importantly they should engage peer-to-peer as much as teacher-to-
student interactions on issues such as: expectations prior to departure, experiences while abroad, 
and reflections upon return. Interventions could also take the form of project-based tasks such as: 
small-scale inquiry-based ethnographic projects in the host nation, or service-learning projects in 
local host community organizations. The point here is not that I give precedence to inquiry-based 
or service-based learning, but that I present my considerations of how personal projects could be 
done through the international experience that bridges expectations (prior to departing), 
experiences (while abroad) and evaluation (upon return), all within an intellectual community.  
Third, just as our perceptions or vision of the world seems to depend so much what we 
see in a general sense of the places we are and have been, it can also produce a narrative of a 
‘correct’ order. Place cannot be moved and integrated into another, people’s identities associated 
to a certain place can be in conflict with past experiences of places where different orders and 
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identities were formed. I take this idea of a ‘correct’ order as an identifier where the influence of 
a real place, in a geographical sense, has profound effects on our perceptions of identifying 
others and even ourselves. Pratt (1984) gives a sense of the difficulties and pain involved in the 
process of changing perceptions: “how past experiences influence perceptions, and how 
identities can stifle a desire to change even with a willingness to endure the pain and loneliness 
caused by detaching from familiarity” (p. 17). This can be seen as a movement both 
introspectively in critical self-identity as well as moving through an identifiable physical 
environment, which greatly affects travel between cognitive and affective domains of learning. 
And, I included Pratt’s point here because it suggests to me that connecting the global learning 
aspect of knowledge application to real-life problem solving requires an intellectual community 
to bounce around ideas and personal experiences that do not ignore that problem solving 
involves others’ perspectives.  
Fourth, an intellectual community participating in designed structured interventions 
should allow for students and teachers to engage with the truth and merits of: global self-
awareness, perspective taking, cultural diversity, and global systems while engaging in dialogue 
with host cultures and communities, and upon return to their home culture and communities. 
This goes beyond neutrality and should ask students to consider why they have chosen to study 
abroad and what they want to learn about themselves in relation to others. Of course, this would 
be essential for living through the complexities of differences that helps recognize the 
implication of actions and even social inequalities. Therefore, it should be appropriate to ask 
students to investigate the aspects of personal and social responsibility and civic engagement by 
reflecting on experiences that may have evoked these aspects of global learning.  
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This would be where learning involves a dynamic interaction between the individual 
student and educator as well as between the students themselves in order for a valuing process to 
occur. In other words, it is not only about how to teach students to think globally, but also how to 
come to grips with a sense of individual and social responsibility on a global level. It’s also about 
what it means to be responsible for one’s actions as part of a broader attempt to be an engaged 
citizen, on both global and national levels; one who can consider the possibilities of democratic 
public life. Furthermore, this type of dynamic interaction may also reinforce global self-
awareness: as a continuum through which students develop a mature, integrated identity with a 
systemic understanding of the interrelationships among the self, local and global communities.  
Based on the arguments presented in chapter 2 and my thoughts outlined above, I have 
also come to consider that my approach to interventions for recognizing aspects of global 
learning takes a transformational viewpoint. In other words, I mean to articulate that by 
considering the discourses surrounding global learning, critical pedagogical structures, and 
interventional practices, approaching guided reflection should be designed to help students 
capture changes in their thinking, knowledge and dispositions afforded by living a cultural 
alternative. Guided reflections should be meant to capture metacognitive learning that can 
improve student discourse surrounding global self-awareness and knowledge applications 
leading to intercultural competencies.  
From this point of view, I considered that guided reflections for enriching global learning 
should be designed for learning in a way that does not think of it as acquiring something that 
already exists. If we think of learning as the harvesting or refinement of something natural: we 
can say that someone has learned something, not when that person is able to copy and reproduce 
what already existed, but when someone responds to what is unfamiliar. Here, learning is a 
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production as much as a performance. It's knowledge, skills and disposition in action. It is a 
process of bringing something new into the world, namely, one's own, unique response, one's 
own voice. This type of thinking not only requires shifting the valuing process of studying 
abroad towards the students themselves, but also helping equip students with the skills to narrate 
the meaningfulness of their international experiences. In other words, education abroad and 
global learning are both experiential and performative. Study abroad is an experiential 
opportunity for the vigorous interrogation of received traditions through the performance of 
being an international student that has enormous potential to enhance global learning and 
intercultural competencies.  
In the following chapter this study moves into the emic issues by introducing the case of 
the exploratory course Global Learning: Study Abroad Exploration. The following will also 
introduce design considerations as well as participant backgrounds and the format of the 
exploratory course across 3 phases. Finally, descriptions of the methodological and data analysis 
approaches will be provided in order to provide a conceptual flow from its design that serves as a 
bridge for the analysis of the case in chapters 5-8.   
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Chapter 4: Experience as the Object of Inquiry: Methodology & Data 
Analysis 
  
Global Learning: Study Abroad Exploration was a study abroad orientation course 
piloted at a large public Midwestern university between April-September, 2015. It was designed 
as a pragmatic co-curricular intervention for the purpose of facilitating guided reflection that 
encouraged learning outcomes connected to global and intercultural competence, regardless of 
students’ particular study abroad programs or disciplinary backgrounds. To this end, the course 
adopted a holistic and interventional approach justified on the basis that the value added from 
study abroad should not only help students develop their intellectual thinking, but also gain a 
better sense of themselves and to engage with others not like them.  
From this perspective, the hybrid (online and in-person) format and curriculum of the 
course was developed for students to use their own personal study abroad experience as the 
object of inquiry for the course, rather than a particular subject matter or study abroad program. 
By requiring students to explore the relationship between the entire experience of the study 
abroad journey through the lens of a self-determined personal learning goal, the course asked 
students to consider how one’s journey might be articulated as a value-added global learning 
experience as they move forward to the next stages of their educational and professional careers.  
Design Considerations 
 
To do this, students were required to use their own study abroad experience as their 
object of inquiry. This asked participants to compare and contrast the real-world people, 
situations and institutions they engaged with while abroad with that of their pre-departure 
notions and purposes for studying abroad. Furthermore, the exploratory course framed its holistic 
and interventional approach around three aspects of the word orientation: positional, informative 
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and directional. In other words, the meaning of orientation for the purpose of the exploratory 
course was three fold: 1) as a point of departure, which provides direction, 2) the determination 
of the relative position of something or someone (especially oneself), and 3) provides 
familiarization and information with something. The following provides an illustrative example 
for these meanings and the reasoning behind them.  
1. Orientation as Positional: The relative position students may take as they prepare to 
embark upon their international journey, live their study abroad experience, and 
reflect upon their experiences as a value added global learning experience. This 
refers to a goal of critical self-awareness of differences such as the ways in which 
students might view their own cultures, how they might not even consider their own 
culture, and how that can be challenged by how the host country views the student. 
This is an approach that that would be similar to praxis. For Freire, "Critical 
consciousness is brought about not through intellectual effort alone but through 
praxis — through the authentic union of action and reflection"   
2. Orientation as Informative: A structured means for students to acquire 
familiarization with information regarding not only their country/region of 
destination but also discourses surrounding global learning and competencies, and a 
structured means for providing information on practicing active engagement in their 
host countries through media sources, observations and interviews. This refers to 
both the resources and as well as presenting opportunities for informed choice and a 
familiarization with critical issues surrounding global concepts. This can also refer 
to how lifestyle choices or behaviors can affect one’s experience abroad and might 
be challenged by the host society. This is important for students to consider how 
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lifestyle choices can affect their safety and health while abroad. It is also an 
approach (especially for pre-sojourn students) to become familiar with their 
destination, to research their destination from a lens of potential contentious issues, 
and to begin to think about preconceived notions they may have so that they can 
develop strategies for the unknown experiences yet to come. 
3. Orientation as Directional: As a point of departure that provides direction through 
structured discussions posts, thematic journaling strategies and forum posts as a 
means of documenting illustrative examples in which to promote their study abroad 
experience as a global learning experience. This refers to what the course is asking 
them to complete and when. In other words, the course meetings and online 
assignments provide a direction for students to record and reflect upon their 
expectations, notions and experiences as they move through the three phases of the 
course. This was meant to facilitate the articulation of the value added to their 
education (academically, personally and professionally) because of their study 
abroad experiences when taking account of the effect of experiences.  
In summary, the three-part orientational framework was designed to facilitate both a holistic 
and interventional approach to guided reflection, with holistic referring to values and 
intervention referring to the practice of reflecting and articulating reflections through course 
activities as students move through one space of learning to another over. Since this framework 
and approach took aim at the entire journey, interventional assignments were designed for 
students to reflect on the stages they encountered (as they experienced them). Rather than the 
traditional model of values education, which has placed greater emphasis on the content of 
values instead of on the student (the one choosing and acting on the values), the exploratory 
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course aimed to shift the valuing process to the students by encouraging students to critically 
assess their study abroad experiences. Therefore, the exploratory course aimed to shift 
participants’ consciousness away from a personal (intercultural) appreciation of difference and to 
consider the notions and perspective of the host society-in a context that might stimulate new 
questions and new formulations of one’s self and how they may apply this knowledge as skills 
towards future endeavors. With this in mind, the overarching learning objectives for this course 
were to:    
1. Help students focus on ways in which their study abroad experiences have come to 
augment the acquisition of new knowledge, skills, attitudes, and awareness important to 
communication and relationships   
2. Recognize how their experiences affected the development of more complex 
epistemological processes, identities, and interpersonal relations.  
3. Help students to communicate this knowledge as global/intercultural competencies 
gained from their study abroad experiences through skills-based language. 
 
 Since the exploratory course was rather different from traditional study abroad 
orientations, pre-departure seminars, or optional re-entry courses previously offered at the 
university, there were no prerequisites for the course based on a student’s discipline or particular 
program abroad. In this case, 18 undergraduate students completed the pilot course together. Of 
these 18 students, 16 majors were represented. Students who participated in the exploratory 
course were simultaneously registered for the exploratory course and a specific study abroad 
program. All of the participants in the exploratory course studied abroad in 18 different programs 
conducted in 11 different countries during the summer term of 2015. Furthermore, of these 18 
students, 3 were international students enrolled in degree seeking programs at the university 
where this study occurred. Finally, 6 students had self-reported being first generation Americans, 
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either born in countries outside of the US or to immigrants within the states. This provided the 
course with a unique blend of pre-departure disciplinary and multicultural starting points in 
which to engage in dialogue with “others not like them” from across campus, and all in 
preparation for multiple destinations and cultures to be explored across the world.  
Participants and Phases 
 
 Students’ majors and study abroad locations are outlined below in table 4. Table 5 
identifies the phases and the terms and dates in which each phase occurred. The modalities (also 
referred to Table 5 reflect ways in which students participated in the course across the phases. 
The following tables are provided to give readers insight into the range of participants by major 
and study abroad location, as well as the general format of the course. The tables are followed by 
an outlined summary meant to encapsulate and contextualize the phases of the course itself. 
Specific course details such as, course syllabus and outline of reflexive prompts and are provided 
in the appendix. 
Table 3: Participants by Major and Study Abroad Location 
Majors Study Abroad Location 
Aerospace Engineering Toulouse, France 
Chemical Engineering Hiroshima, Japan 
Community Health Christchurch, New Zealand 
Crop Sciences Toulouse, France 
General Studies London, England  
Earth, Society, and Environmental Sustainability Cape Town, South Africa 
Economics Singapore 
English San Joaquin, Costa Rica 
English Literature Seoul, South Korea 
English, Teaching Concentration Perugia, Italy 
Integrative Biology / Global Studies Stockholm, Sweden 
Mathematics Singapore 
Mechanical Engineering Seoul, South Korea 
Mechanical Engineering Nagoya, Japan 
Molecular and Cellular Biology Barcelona, Spain 
Nuclear Engineering Stockholm, Sweden 
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Table 3: (Continued)  
Psychology Rome, Italy 
Psychology Rome, Italy 
 
  Table 4: Phases and Modalities 
Phase Terms & Dates  Modality 
1. Pre-Departure Spring Semester: April 28-May 5, 2015  Hybrid 
2. In-Country Summer Semester 2015: Participation dates varied Online 
3. Re-Entry Fall Semester: September 1-11, 2015 In-class 
 
Phase 1: Pre-Departure Summary 
 
 In the pre-departure phase, students were engaged through class discussions, reading 
assignments and structured online discussion posts with: their personal and professional reasons 
for studying abroad, their upcoming expectations, concepts of global learning and to hone in on a 
personal learning goal (PLG) to be explored upon arrival in their respective host countries. 
Moreover, they were prompted to: contemplate on the multiple cultures in which they operate, 
consider values thought to be uniquely American, and differentiate between stereotypes and 
generalizations. These topics were explored in both class exercises and online writing prompts, 
and were posed to students in questions such as:  
1. What is global learning and why is it so important?  
2. What do you want to learn about the world through your experiences abroad?  
3. How might global learning help develop global competencies?  
4. What cultures do you operate in on a daily basis?  
5. How does being a particular gender, for example, influence your values and beliefs?  
6. How did your family influence you?  
7. How does your ethnicity influence you?  
8. In what ways have religious organizations been a part of your life?  
9. What values do you consider to be uniquely American? 
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By posing these types of questions, students were encouraged to begin their intercultural 
journeys prior to departure, and to consider the value of the intercultural journey as 
simultaneously: formal and informal, universal and particular, as well as instrumental and non-
instrumental.   
Phase 2: In-Country Summary 
 
 While abroad, students researched their PLG and reported upon its development and 
responded to other students inquires through forum posts uploaded to the course management 
system (CMS). The forum writing assignments were to be completed in the following sequential 
order and asked students to: 
• Find a local media source in your destination country and report on what you have found. 
• Choose a location in your area that might help you further develop your personal learning 
goal project, go and observe the site and then describe what you've observed there. 
Consider how your observations might help you develop your project. 
• Find a local national to informally interview and describe who and why you've chosen to 
interview a particular person. What did you talk about? And, how might have the 
interviewee helped you gain a different perspective. 
• Consider how your media source analysis, site observations and interviews have 
influenced the way you might view global learning through a study abroad experience. 
 
 In addition to original forum posts, students were required to upload 4 original thematic 
journal entries to the CMS throughout their time abroad. Journaling guidelines for the course 
emphasized that keeping a journal not only gives you a record of events, activities, and thoughts. 
More importantly, it actively engages you in your personal overseas journey through thinking, 
interpreting and analyzing intercultural and global learning experiences. Furthermore, the 
students were informed that personal journal entries were an especially valuable and valid 
reference material in the development and write-up of their final projects. Therefore, journaling 
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exercises used thematic journaling strategies provided by Maximizing Study Abroad (2004). 
These thematic strategies were meant to provide students with a structure in which personal 
entries might help provide illustrative examples in support of the PLG. Journal themes were 
described as below:   
1. Impressions–This section is for jotting down the places, people, events, concepts, ideas, 
smells, signs and other things you remember. Be detailed in this section with dates and the 
names of people, places, events, cities, etc. This entry will be at the stage of first arriving in-
country, a very highly impressionable stage of the journey, where your writing should capture 
your overload of sensory and cognitive inputs in your new environment. What stands out as 
different than what you had expected? What is not as different as you expected? 
2. Descriptive-This section will not ask you to elaborate on what you are thinking about a 
particular situation or sequence of situations. Rather, this is where you will use your 
descriptive abilities to create a vivid picture of what you experienced. Think of this as 
showing your readers the scene and not just telling them. Entries in this section should be 
written so that someone who has not visited the culture you are describing would be able to 
read your words and create a mental picture of what it was like. 
3. Narrative–This section should awaken or satisfy the storyteller in you. You will undoubtedly 
have many stories – good, bad, funny, and otherwise. Write about them in this section before 
you forget them. Tap into your descriptive abilities to create a vivid picture of what you 
experienced. 
4. Expressive–In this section, reflect on the focus areas listed above and/or themes of the pre-
departure sessions. This is where you get to vent, debate, praise, hypothesize and evaluate. 
While you may have described an event in one of the other sections of the journaling 
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assignments, here you may then make an entry in this section to record what you thought and 
felt about that event. Consider how your expressive entry has influenced the way you might 
view global learning.  
 
Students were also asked to keep in mind that writing of this nature is not just for 
displaying knowledge but can also be useful in acquiring knowledge, which can support and 
expand upon initial perceptions of the study abroad experience as a global learning experience. 
To this end, students were asked to consider the following focus areas, among others when 
making their journal entries: 
1. Social Responsibility: What experiences have you had that have influenced your perceptions 
of global interdependence and social concern for others, to society and to the environment? 
2. Global Competence: In intercultural encounters, it is important to have an open mind while 
actively seeking to understand the cultural norms and expectations of others and leveraging 
this gained knowledge to interact communicate and work effectively outside your comfort 
zone. What experiences have you had that have forced you to recognize your limitations to 
engage successfully in intercultural encounters? 
3. Global Civic Engagement: International experiences often encourage students to recognize 
local, state, national and global community issues and to respond through actions such as 
volunteerism, political activism and community participation. Have you had experiences that 
have made you want to do something about local or global community needs? 
4. Academic Self-Concept: International education opportunities can bring about a newfound 
awareness of one’s academic abilities, for the better in most cases. How has this international 
experience influenced your academic abilities and confidence? 
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5. Academic Self-Efficacy: Similarly, studying abroad can require modifications in your 
approaches to studying and completing course work. How has your academic learning style 
developed as a result of this international experience?  
6. Professional Development: Global learning can provide abilities to apply knowledge and 
skills gained through higher learning to real-life problem solving. This is similarly related to 
global competencies. Have you had cross-cultural experiences that have been beneficial to 
problem solving? Or, has a lack of cross-cultural understanding been an impediment to 
problem solving? And, how has your experience abroad influenced your strategies for 
cultural adjustment in order to problem solve? 
Phase 3: Re-entry Summary 
 
 Upon re-entry to campus, students participated in 2 face-to-face re-entry workshops. 
Where they not only discussed ways in which their experiences may have augmented knowledge, 
skills, attitudes upon return, but also participated in speaking exercises geared towards honing in 
on conversational ways to articulate their process. Moreover, they discussed opportunities for 
further expanding their international experience upon return to campus. Ways in which students 
engaged in re-entry reflections included: 
1. Attended a lecture titled Going Global featuring Stacie Nevadomski Berdan, author and 
international career expert.  
2. Students examined and discussed the top 10 skills employers are seeking according to the 
2014 NACE Job Outlook Survey. 
3. Drawing on the NACE survey, students developed, refined and presented elevator pitches 
(based on their study abroad experience) to classmates and instructor. 
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4. Discussed academic reintegration as finding new ways to actively integrate new 
knowledge, interest and skills into the university experience. This involved identifying 
ways in which this might be accomplished, such as: (1) identifying professors who you 
can work with or communicate with regarding their areas of interest, (2) consider how an 
independent study can be incorporated into the university curriculum through campus 
presentations or other campus work, (3) think about ways you can expand upon your 
personal learning goal through other coursework, (4) publish stories or articles about your 
study abroad experience in campus media sources, (5) get involved in freshman 
orientation by encouraging incoming freshman to study abroad by sharing your 
knowledge and experience at orientation sessions with students and their parents. 
5. Students shared and discussed how new experiences while abroad might have changed 
their perceptions of the US and the world and were then asked to discuss the following 
questions: (1) How have my views of the world changed? (2) How have my views of my 
own country and cultures changed? 
6. Discussed civic and social reintegration from the vantage point that for some students 
returning home from a study abroad experience may result in a desire to organize 
activities for social change. This involved identifying ways in which this might be 
accomplished, such as: (1) linking your experiences in the host country to political and 
social action in the university or the place where you live, (2) Volunteer for NGOs and 
local or national movements, (3) Determine whether community service activities you’ve 
carried out during your study abroad program can be applied to your home community 
and look into continuing these type of activities at home, (4) publish stories or articles 
about your study abroad experience in community media sources, (5) get involved with a 
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student group connected to your host country or another international student group on 
campus, if there is not one, think about starting one.    
 
The reflexive exercises summarized above served as a means of facilitating the development 
of students’ signature assignment. The signature assignment was a cumulative reflexive essay in 
which students provided illustrative examples (through the lens of their PLG) in order to 
articulate how they have come to consider or understand how their personal study abroad 
experience has augmented their own knowledge, skills, attitudes and strategies and discuss 
potential applications.  
Theoretical Approach  
Having presented the case above, this section presents the theoretical approach I apply to 
this study. I have chosen the qualitative research approach in order to explore not only what 
students wrote in accordance with the format, curriculum and delivery of the exploratory course, 
but also gain a better understanding of how students’ self-expressions of their study abroad 
experiences might demonstrate characteristics of global learning. According to Creswell (2014), 
qualitative research “involves questions and procedures, data typically collected in the 
participant’s settings, data analysis inductively building from particulars to general themes, and 
the researcher making interpretations of the meaning of the data” (p. 4). Creswell’s interpretation 
of qualitative research mirrors the aims of this study to: (1) analyze the delivery of the course, 
which involves data collection in the setting of the course itself, and (2) analyze students’ self-
expressions, which involves inductively building from particulars to general themes, and making 
interpretations of the data. 
 Furthermore, this study adopts a constructivist worldview of qualitative research. Again, 
according to Creswell (2014) drawing on Lincoln, Lynham and Egon (2011), Mertens, (2009) 
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Crotty (1998) among others:  
Social constructivists believe individuals seek to understand the world in which they 
live and work. Individuals develop subjective meanings of their experiences meanings 
directed toward certain objects or things. These meanings are varied and multiple 
leading the researcher to look for the complexities of views rather than narrowing 
meanings into a few categories or ideas. The goal of the research is to rely as much as 
possible on the participants’ views of the situation being studied (p. 8). 
 
Here again, this constructivist worldview mirrors the aim of this study to analyze 
students’ self-expressions, which relies as much as possible on the participants’ subjective view 
of their own experiences, as well as their interactions within the intellectual community.  
Finally, this study’s qualitative design is that of case study methodology. It is rather easy 
to theorize or generalize how a study abroad experience can be made more meaningful and 
effective. However, “The real business of case study is particularization, not generalization” 
(Stake, 1995, p. 8). Case study is not meant to be generalizable nor quantitatively empirical, 
rather it has an “emphasis on uniqueness, and implies knowledge of others that the case is 
different from, but the first emphasis is on the case itself” (p. 8). Accordingly, this case presents a 
unique interventional approach in the field of study abroad, and its analysis is not intended to 
contribute to generalizable knowledge within the field. Rather, the emphasis of this study is on 
understanding the effects of the instructional strategies, curriculum and pedagogy of the course 
by examining and interpreting what students are articulating as the ways they have come to 
understand (or at least grapple with) their study abroad experience as a global learning 
experience.  
 However, this study is intended to contribute knowledge to the field of education abroad 
as a naturalistic generalization. Where, according to Melrose (2010) in summary of a conceptual 
overview of naturalistic generalization, “The goal of naturalistic generalization is not for 
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researchers to prescribe conclusions. Rather, readers can gauge how and in what ways the 
particular details and stories presented in case studies may be applicable to their own situations” 
(p. 6). Therefore, the larger purpose of this study is to provide practical insights from narrative 
descriptions of its case that can evolve naturally and then be transferred or generalized to 
comparable situations. Here it would be helpful to present this study’s methodological approach 
to data collection and analysis.   
Data Collection and Analysis 
 
 This study’s method of data collection builds upon classroom ethnography. According to 
Watson-Gegeo (1997), classroom ethnography “refers to the application of ethnographic and 
sociolinguistic or discourse analytic research methods to the study of behavior, activities, 
interaction, and discourse in formal and semi-formal educational settings such as school 
classrooms, adult education programs, and day-care centers” (p.1). Furthermore, Watson-Gegeo 
continued in her description of classroom ethnography by stating that, “A spectrum of 
approaches have developed within classroom ethnography over the past 25 years, varying from 
purely naturalistic to partly statistical in method, and from focused studies using 
ethnomethodological, sociolinguistic, and/or discourse analytic methods to studies combining 
micro-macro analytic concerns within a critical framework” [emphasis added] (p. 1).  
 It is within the discourse analytic method that is the focal approach of data collection. In 
other words, for this case, the emphasis of this research project is on understanding the effect of 
the course format, curriculum and pedagogy as a pragmatic co-curricular intervention by 
examining the ways students have come to understand, or at least grapple with, their study 
abroad experience as a critical global learning and potentially transformative experience. And as 
Frohmann (1994) emphasized, Foucault-influenced discourse analysis does not study the rules 
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and conventions of mundane talk; rather, it examines “serious speech acts,” institutionalized talk 
or practices. This does not mean that the participants of the study should be institutionally 
privileged speakers. Instead, regardless of the roles and positions of the participants, talk is 
studied as an example of more general interpretative practices. Discourse analysis systematizes 
different ways of talking in order to make visible the perspectives and starting points on the basis 
of which knowledge and meanings are produced in a particular historical moment.  
 And, it is from this point where the study (as a case) is bound in a particular historical 
moment; that moment is encapsulated by the duration of the course. Moreover, the ways of 
talking that the course affords within and across its three phases: class discussions surrounding 
literature and concepts, written assignments, journal entries, forum posts and responses, a 
cumulative reflexive essay, and course evaluation form the basis from which knowledge and 
meanings are produced as students explore their own international experiences as an object of 
inquiry. Therefore, ‘data’ for this study includes both in-class discussions and activities, as well 
as written assignments and evaluation forms.  
 Here, I reiterate that the emphasis of the study is to understand not only what students 
wrote in accordance with the format and delivery of the course, but also how students’ self-
expressions of their study abroad experiences might demonstrate characteristics of global 
learning. Therefore, the organization and interpretation of what students wrote pays attention to 
the ways in which discourses within the course might produce and transform the multiplicity of 
perceptions afforded by a study abroad experience. Subsequently, this makes it possible to 
illuminate and analyze: 
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1. Ways in which participants articulate their subjective goals for studying abroad as means 
to engage with the objective discourses surrounding global contexts, global learning or 
global/intercultural competencies  
2. The nuances of differences in student self-expressions spanning pre-departure 
expectations, in-country experiences and reflections upon re-entry 
3. Formations of self-expressions attributing a systemic understanding of the 
interrelationships among the self, local and global to the experiences afforded by 
studying abroad 
 
Although this study is intended to contribute knowledge to the field of education abroad 
within the concept of naturalistic generalizations, the next two chapters do include my own brief 
analysis and interpretations of selected student writings submitted as part of course assignments 
and evaluations. I attempted to keep my analyses brief in order to not only provide a conceptual 
structure for the reader, but also to acknowledge relevance to the etic issues surrounding the 
proposition of this study (as discussed in chapters 1-3) in relation to the emic issues as seen 
through students’ accounts of their experiences. However, I do provide direct analysis of my own 
viewpoint of the case study process and purview in chapter 7, as well as discussion surrounding 
insights and future directions in chapter 8.  
With this said, the following two chapters do provide a blend of my own interpretations of 
selected writings (presented in both long and short passages) so that readers can gauge how and 
in what ways the particular details and stories presented may be applicable to their own 
situations when considering a critical pedagogical approach to study abroad as a practice for 
global learning and competencies. Moreover, the conceptual structure in the following report 
(Chapters 5 & 6) was based on my own observations, analysis and interpretations surrounding 
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the following emic issues: 
1. How students articulated their reflections on the ways in which their study abroad 
experiences have come to augment the acquisition of new knowledge, skills, 
attitudes, and awareness important to communication and relationships.   
2. How students articulated what they recognize as having affected the development of 
more complex epistemological processes, identities, and interpersonal relations.  
3. What, if, or how students communicated knowledge as global/intercultural 
competencies gained from their study abroad experiences  
The reason for this type of description is because the main purpose of the case report is 
not to provide an exhaustive evaluation of outcomes stemming from the approach and modality 
of the course. Rather, the goal in the following two chapters is to encapsulate the narrative 
descriptions across the three phases, as reflected in students’ writing. In other words, I encourage 
you to consider the emic issues outlined above. Then consider thick descriptions as seen through 
the lens of both long and short passages that are contextually nuanced and rich with complexities 
of epistemological process that I observed.  
However, it would be useful to explain why I have intentionally employed the use of long 
passages in the case report. I did so because the context provided within long passage brought 
into greater focus the role of explaining one’s experiences as contributing to self-awareness and 
discovery as students finding themselves rooted in temporal-spatial conditions which marked 
them and which they also marked. Finally, many of the passages I employed throughout the 
report are re-visited and explicitly analyzed in Chapters 7 & 8 in order to present what I think I 
have learned from this study and outline the naturalistic generalizations I have come to consider.   
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Chapter 5: Formations of Self-Expressions 
 
In this chapter, the main purpose is not to provide an exhaustive evaluation of outcomes 
stemming from the modality of the course. Rather, the goal here is to provide insight on 
complexities of views rather than narrowing meanings into a few categories or ideas. Moreover, 
it is meant to encapsulate narrative descriptions that linked self-expressions across the three 
phases to formative assignments and evaluations of the exploratory course Global Learning: 
Study Abroad Exploration. The reason for this is because as I observed students’ progression 
through the entire process of the course, I have seen a cyclical trend in students’ writing and 
discussions. It is a trend that not only connects lessons and reading assignments of the pre-
departure phase to their self-expressions in the same phase, but also with self-expressions 
articulated within forum posts, and journal entries during the in-country phase that became 
reoriented in the re-entry phase.  
Additionally, the introduction of the self-determined personal learning goal (PLG) in the 
pre-departure phase and its role throughout the in-country phase presented a positive correlation 
between a self-reported increased awareness in details that facilitated reflection of experiences. 
The PLG also served as a focal point in the development of cumulative final projects that 
oftentimes served as a means of communicating an awareness and understanding of one’s own 
thought processes when considering the meaningfulness of the study abroad experience. For 
these reasons outlined in the introduction of this chapter, the student’s quote below serves as a 
point of departure for this chapter that is meant to chart a discursive narrative of the case. 
Finally, what has been most clear in the piloting of this exploratory course is that the holistic 
approach and design (outlined in chapter 4) appeared to present a positive correlation between 
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students’ abilities to contextualize their international experiences in relation to their pre-
departure expectations and self-expressions upon re-entry. 
“A few months ago, I spent a couple evenings in a class designed to help me take full 
advantage of my study abroad experience, but I hadn’t even left yet and I could not 
imagine the mysterious adventure that was laid out before me. I wondered what it 
would be like to look at the experience—and myself—from the other side, when 
studying abroad in Sweden was part of the past, not the future. Even as the thought 
came to me, it was almost immediately pushed away, because I knew that I could not 
anticipate what kinds of things would happen before I reached that point. Now, more 
time has passed since I returned than the duration of the trip itself, and I am solidly 
established in “normal life.” Much of what I experienced is now stored in my mind as 
static memories and past-tense stories, rapidly fading and rarely recalled. But there are 
other things that I carry with me in a much more significant way, ideas that have taken 
root in the most essential part of me, growing and changing as I do. (Course Participant, 
Final Project)” 
 
The quote above was taken from one student’s final reflexive essay project. It was the 
first paragraph of this particular project. And, the reason it is shared here, at the beginning of this 
chapter, is because it was an exemplary representation of one student’s means of coming to 
understand, in full circle, the ambiguities and uncertainties laid forth when examining the 
experiential process of learning. Although there is much more to this student’s essay than its first 
paragraph, this example locates a starting point, “a couple evenings in a class designed to help 
me take full advantage of my study abroad experience”. It also charts a course from ambiguous 
expectations, “I wondered what it would be like to look at the experience—and myself—from 
the other side, when studying abroad in Sweden was part of the past, not the future”, to a return 
to “normal life”. These points highlight a complicated contradiction found in educational 
endeavors, which seek to foster global learning through introspective reflection, criticality and 
dialogue in order to provide “meaningfulness” because it challenges what is “normal”.   
Here it would be helpful to explain this chapter’s structure. Throughout this chapter, 
vignettes, writing examples and brief interpretations create a narrative from which insights into 
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the approaches and instructional strategies can be seen. The examples provided throughout aim 
to present complexities of views in relation to aspects of global learning, which can be compared 
with students’ writing throughout the course. Therefore, this chapter is to relies as much as 
possible on the participants’ views of the situation being studied, i.e. their own self-expressions 
about their experience with the exploratory course and their study abroad experiences. And as 
this chapter unfolds, the stories shared also aim to provide a narrative bridge between an analysis 
of formative self-expressions and summative self-expressions (presented in chapter 6). In other 
words, this chapter presents a discursive narrative by providing descriptions from within the pre-
departure classroom coupled with in-country excerpts and student evaluations upon return.  In 
doing so, I mean to provide insight into: 
1. What students wrote in regards to course discussions, assignments and the format of 
the course  
2. How students’ writing over the three phases of the course began to: (a) focus on their 
experiences abroad, (b) make connections among the geographical contexts of their 
host countries, their particular study abroad programs, their international experiences, 
and their personal learning goals and, (c) articulate how this process might be applied 
to future endeavors.  
Here, I would like to begin by providing a vignette I call “A Single Story Inside Multiple 
Stories”. I do this in order to set a scene from the beginning of the course that illustrates the 
cyclical trend I have observed. Although the vignette begins in the classroom of pre-departure, it 
explores passages of student writing that spans all phases. It is intended to help demonstrate how 
several students approached the valuing process of their study abroad experiences based on a 
concept from the first day that grew and supported self-expressions as they moved through the 
phases of their journey. Most importantly, the following accounts of summative self-expressions 
of are meant to provide direction for the reader to gain insights on how students’ narratives also 
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provided a formative analysis in relation to their goals, experiences and the format of the 
exploratory course. 
A Single Story Inside Multiple Stories 
 
 In the moments before the first session of the pre departure phase, students trickled into a 
large modern classroom in a recently refurbished century old building located on the campus’ 
main quad. Although it was late April and not a typical time in the semester to be starting the 
first session of a class, the scene at that time had the trappings of any normal first class session. 
Many students walked in one of the two entryways in the classroom, some stopped and looked 
around for a seat, some asked if this was the study abroad course, but for the most part, students 
simply sat down quietly and began tinkering with the illuminated touchscreens on their 
smartphones. I had expected more banter from a group of students whose departure dates were 
soon upon them. And as the class began, students were asked to rearrange desks lined up in rows 
to form a circle so that everyone could see one another.  
 Then, introductions commenced with both the instructor and students. Students were 
asked to introduce themselves by name, major and study abroad program, as well as give a brief 
reason why they chose that particular location. For the most part, the majority of students seemed 
rather disengaged as they continued glancing or tapping away at their phones while the 
introductions continued around the circle. I noticed that this type of disengagement continued 
among the majority of the students even as the main learning objective of the course was 
described as: “to help guide you towards demonstrating the meaning making process of your 
international experience as a global learning experience and consider how global learning can be 
applied as global competencies.” The apparent disengagement began to minimally melt away 
when the class, as a whole, was asked, “Do you think employers think that study abroad is 
 96 
valuable?” The resounding head bobs pointed to an affirmative collective answer. Only two 
students responded “yes” out loud, but the affirmative head bobs were quickly replaced by a 
collective look of confusion when the instructor took on the voice of “devil’s advocate”.  
 The message delivered to students by the voice of the devil’s advocate was that: In 2008, 
The Collegiate Employment Research Institute found that many employers did not value time 
spent abroad-in a large part, because students couldn’t articulate its value. This was a message 
taken from the July 22, 2010 issue of the Chronicle of Higher Education in an article titled: 
Colleges help Students to Translate the Benefits of Study Abroad.10 Students were given copies 
of the article and asked to read it in small groups and discuss the message it was delivering, but 
first another question was posed to the class. How many of you decided to study abroad because 
it’s supposed to be a transformative experience? Only two students responded yes, and the rest of 
the class appeared to retreat from engagement, perhaps fearing another counter point. But after 
reading the article in small groups, the groups were asked to summarize the article’s main point 
and report their findings to the class.  
One particular group pointed to a paragraph on the article’s third page that quoted Linda 
S. Gross, associate director of career services at Michigan State University. "Study abroad 
doesn't count to an employer unless the job candidate can say how it has made them a better 
person, scholar, citizen, and professional.” Another group singled out the message that “I can’t 
put it into words” is not a convincing argument. But, none of the groups gave service to the 
message of new approaches to documenting one’s experience in order to help put experiences 




 However, after discussing the Chronicle article, students viewed Chimamanda Ngozi 
Adichie’s 2009 TED Talk, The Danger of a Single Story.11 In this TED Talk, Nigerian novelist 
Chimamanda Adichie emphasized how our lives, our cultures are composed of many 
overlapping stories, and warned that if we hear only a single story about another person or 
country, we risk a critical misunderstanding. She introduced herself as a storyteller and how a 
few of her own personal stories led her to what she liked to call, “the danger of a single story.” 
Her talents as a novelist were on full display as she skillfully crafted a personal story that led the 
audience on film (and the students viewing the video in class) through a journey of experiences, 
which had shaped her perceptions of others and herself.  
 The students in the classroom were quiet as Adichie’s story began. She spoke of her 
childhood reading American and British literature in a middle class family on a campus in 
eastern Nigeria. She described that, “Because all I had read were books in which characters were 
foreign, I had become convinced that books by their very nature had to have foreigners in them 
and had to be about things with which I could not personally identify.” She reflected on how her 
perceptions of her family’s “impoverished” house servants led her to see them as nothing else 
but poor, and how her experiences as an international student in the U.S. pinned the single story 
upon herself. It was after this point where Adichie introduced an element of comic relief, and the 
relative quietness of the classroom was broken as laughter filled the classroom as Adichie told 
the story of her American roommate’s perception of Africa when she said: 
My American roommate was shocked by me. She asked where I had learned to speak 
English so well, and was confused when I said that Nigeria happened to have English 
as its official language. She asked if she could listen to what she called my "tribal 
music," and was consequently very disappointed when I produced my tape of Mariah 
Carey (TED Talk, 2009).  
 
 
11 https://www.youtube.com/watch?v=D9Ihs241zeg  
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  At this point in the viewing, there was only one face looking down, illuminated by the 
glow of a touchscreen. The rest were illuminated by the glow of the projector screen in the dark 
classroom. Students were attentive as Adichie explained that she had never identified herself as 
African prior to arrival in the US, but she had come to understand how her roommate’s response 
to her was the result of a single story of African catastrophe ever present in Western media and 
literature. And as Adichie continued through more examples where she was expected to conform 
to the single story, she began to reflect on how she had too been guilty in the question of a single 
story when she visited Mexico from the US.  “The political climate in the U.S. at the time was 
tense, and there were debates going on about immigration. And, as often happens in America, 
immigration became synonymous with Mexicans.” She described a vibrant scene of people 
working and laughing on her first day during a trip to Guadalajara. Where, she felt a slight 
surprise at a scene of vibrancy in light of the “endless stories of Mexicans as people who were 
fleecing the healthcare system, sneaking across the border, being arrested at the border, that sort 
of thing.” And, how she had come to realize she too had become so immersed in the media 
coverage that she had come to see Mexicans through the lens of the “single story”, the abject 
immigrant.        
 Adichie then described the single story as a problem, explaining that, “The single story 
creates stereotypes, and the problem with stereotypes is not that they are untrue, but that they are 
incomplete. They make one story become the only story.” Adichie followed up on this 
explanation by elaborating that we must seek diverse perspectives -and in turn, we must tell our 
own stories. And that by telling the stories only we can tell, about our experiences, hopes and 
fears, helps break down the power of clichés and stereotypes.  
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In a full circle fashion, Adichie began her Ted Talk by stating, “I am a storyteller”, and 
near her conclusion she stated, “Stories matter. Many stories matter. Stories have been used to 
dispossess and to malign, but stories can also be used to empower and to humanize. Stories can 
break the dignity of a people, but stories can also repair that broken dignity.” So what does this 
story of the “single story” have to do with demonstrating a cyclical trend in the story of Global 
Learning: Study Abroad Exploration? Rather than explaining a correlation, I would prefer to 
show its affect as seen through the writing of the same student’s final project, from which I 
quoted at the beginning of this chapter.  
When prompted in the course’s first discussion post to: Please provide a rationale or the 
reason why you have chosen to study abroad in your particular program and your expectations 
for your forthcoming journey, describe your personal learning goal and how it relates to your 
geographical context. This student’s self-reported reasons for studying abroad in Sweden were 
articulated as: 
The reasons why I want to participate in a study abroad program this summer are 
obviously multifold, but my primary motivation is career-oriented. I’ve chosen to major 
in Biology and Global Studies, with a focus on conservation and the effects of climate 
change on both ecological and societal levels. It’s pretty clear why I would be 
interested in a program called “Environment and Society in a Changing Arctic,” and 
my enthusiasm has grown over time as I’ve learned more about the themes of this 
course and thought about how it pertains to my career goals.  
 
Climate change is wreaking havoc in the Arctic faster than anywhere else on earth, and 
for that reason, it is perhaps a prototype of the changes to come in other regions of the 
world. But the Arctic is also a place of surprisingly rich biodiversity and is very 
sparsely populated, making the entire Arctic circle a relatively untouched wilderness. 
This fascinates me and excites me and makes it a place that is entirely worth studying. 
 
In fact, I can imagine myself taking a job that focuses on wildlife preservation in the 
Arctic, or maybe researching there, or helping to develop some form of environmental 
policy. The problem is, while these career paths excite my imagination, I still don’t 
really know that much about them. And, really, I don’t even know that much about the 
environment of the Arctic itself. So I see this course as an opportunity to expand my 
horizons in a deeper and more meaningful way than an on-campus class could. 
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Furthermore, having some experience in the field could help me secure a professional 
or research internship later on. 
 
However, this student returned to the post one day later to further elaborate on the 
personal learning goal, which connected career oriented goals and information to be obtained 
with varying societal viewpoints within the geographical contexts of Sweden.  
I have a better understanding now of what personal learning goal I'd really like to 
explore. Most people in Sweden live in the South, and culturally these city-dwellers are 
quite distinct from those in the North, especially from the Sami. My question concerns 
how connected an average Stockholmer feels to the North, and how concerned (s)he is 
about the environmental changes that are happening in the Arctic. 
 
This particular student came to the exploratory course as a double major, one of which 
was in Global studies and had a rather clear vision of reasons why to engage with a particular 
overseas program. However, this student’s writing in the final journal entry self-reported a 
problem of ambiguity embedded within this student’s thematic focus (within the global studies 
major) and the study abroad program, as seen through the lens of the personal learning goal, 
coupled with what had been experienced abroad. And when prompted in the expressive journal 
entry to: “Please reflect on the focus areas listed in the thematic journaling strategies12 and/or 
themes of the pre-departure sessions.” And, “While you may have described an event in one of 
the other sections of the journaling assignments, here you may then make an entry in this section 
to record what you thought and felt about that event. Consider how your expressive entry has 
influenced the way you might view global learning and global competencies.”   
This student focused on to the thematic journaling strategy of Social Responsibility, 
which posed the question: What experiences have you had that have influenced your perceptions 
 
12 Chapter 4 In-Country Summary  
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of global interdependence and social concern for others, to society and to the environment? In 
response to this question this student wrote: 
My thematic focus within my Global Studies major is Environment, Society, and Social 
Responsibility, and it is toward this area that my credit hours this summer are being 
devoted. And although the term “social responsibility” was never really used in this 
course, it seemed to be an underlying theme. Although, what social responsibility really 
means in the areas I’ve studied remains ambiguous. Mostly, I’ve gained a greater 
appreciation of the complexities behind issues that are often construed as black-and-
white, or sometimes even ignored altogether. 
 
The theme of conservation/preservation versus exploitation was significant in this 
course, and often a source of paradox. For example, many Sami people have lost their 
traditional herding land to industry. Yet, they’ve decided to make the most of the 
opportunities that new activities offer, and have even historically left herding to work in 
mines. Interestingly, we had our own experience with this in the fieldwork component 
of the course: On Thursday, we met and heard from two young Sami women in a 
museum at Laponia National Park, and on Friday saw their names and portraits on the 
list of guides at Porjus Dam. Basically, they were two Sami herders who worked to 
promote the preservation of traditional Sami lands and, simultaneously, a dam that had 
destroyed traditional Sami land at the time of its construction. As strange as this seemed 
at first, I wouldn’t really call this hypocrisy or duplicity—more just adapting to reality 
and holding competing interests. To be certain, new industries can bring new economic 
opportunities just as they can destroy traditional ways of life; yet who is to say which 
way is better? 
 
Another similar example was at the Aitik open-pit copper mine, when, during the tour, 
some of my classmates “protested” by remaining in the bus at some of the stops and 
purposefully not posing for group pictures. Yet, while they sat on the bus, they scrolled 
through their iPhones and listened to music with their headphones in. It really 
highlighted for me the inescapability of having negative environmental impacts—while 
we might disapprove of carbon-intensive, environmentally detrimental mineral 
extraction, we cannot divorce from heavy metals without renouncing our way of life. 
 
I’ve been thinking a lot about the “single story” while I’m here. It’s been really 
common that, when talking about the environment and the Sami, the narrative focuses 
on victimhood and exploitation. When companies present themselves, they usually 
emphasize economic growth and technological innovation. And both storylines leave 
little room for conversation, and offer little guidance on how to actually exercise social 
responsibility. So while I can’t really say that I’ve learned all the answers and know 
how things should be done, I have learned to appreciate varying and multifaceted 
perspectives on development, which has in turn helped me recognize how difficult it 
can be to even distinguish a socially-responsible course of action. 
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The reason I have shared this lengthy quote from this student’s final journal entry is 
because it connects this student’s experience with the pre-departure phase to experiences 
described during the in-country phase. Also, it critically points to the difficulties in interpreting a 
socially responsible course of action in the face of a diversity of perspectives. Moreover, this 
student embeds/reorients this final journal entry within the final reflexive essay in order to setup 
the concluding paragraphs of the project by stating:     
This really dives into the heart of what I took out of this course in terms of professional 
development. Industrial development has led to enormous increases in the quality of 
human lives. It’s also been conducted unsustainably; so unsustainably, in fact, that the 
last 300 years (a tiny span in human history and infinitesimal in geologic time) have 
produced destabilizing environmental degradation that threatens to upset this new 
world order in its infant phase. It has also radically changed cultures and lifestyles, 
sometimes stripping people of the things that make sense to them and the lives they 
know. I’ve learned so much more about this, and I’ve seen, up close, how people deal 
with this—whether it was the Kiruna Municipality deciding to make the most of its 
forced relocation and reinvent itself, mining and energy companies emphasizing 
progress and prosperity, or Sami people adapting to opportunities and challenges that 
would daunt anyone. I haven’t come across any hard-and-fast solutions to the difficult 
problems confronted in this class, but I have gained a strong sense of the depth, 
complexity, and humanity in them. 
 
Going forward, I know that these lessons will continue to mean a lot to me, and will 
serve as a reference point to help me develop personally and professionally. I will 
continue to consider that there is never a single story and aim to understand multiple 
perspectives. I’ve become aware that even good solutions often do not exist, and that, 
because of this, decisions about development should be made with sensitivity and 
diligence. And I’ve definitely come to love and respect the world we live in more than I 
did before.  
 
 When connecting this student’s personal learning goal and introspection of experiences 
with that of Adichie’s concept of a “single story”, global learning aspects of perspective taking 
and cultural diversity, global systems, as well as personal and social responsibility clearly came 
to the forefront in this student’s writing. Moreover, this student acknowledged limitations, 
confusions, ambiguities, and yet, attributed those experiences to a greater depth of global self-
awareness as a continuum through which to develop an integrated identity with a systemic 
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understanding of the interrelationships among the self, local and global communities, and the 
natural and physical world.  
 Although I have used only one example of a student’s use of Adichie’s “single story” 
concept up to now, this was not the only student to employ this concept in their writing. It also 
appeared in the pre-departure phase when another student wrote about using the personal 
learning goal as a means for augmenting an experiential focus in connection with personal 
decision-making and local and global issues, in order to avoid the danger of a single story. For 
example:    
My personal learning goal for this program is to observe what daily life and social 
interactions are like for the average person in Italy. I personally specialize in social 
psychology and sociology, so social interactions are an important topic to me. An 
experience abroad in a new culture could give me a better understanding of the way 
people interact throughout the world and how they go about their lives. I have been 
abroad before, but never took the time to actively observe the lifestyle of the locals. My 
time in Italy would be a great chance to compare and contrast social norms and culture 
in Italy versus America. It is important to see things from multiple perspectives and 
contexts in order to have a more well-rounded and global understanding of a topic and 
avoid having a “single story.” 
 
The concept was cited in yet another student’s writing when asked to reflect on 
experiences before coming home from Cape Town, South Africa. The following question was 
posed: What have been the important things about this study abroad experience that I want to 
share with family and friends? To which this student replied:  
I would like to figure out a way to paint a verbal (or perhaps literal) picture of South 
Africa for my friends and family. There are so many stereotypes about Africans, and 
about the rest of the world, and I want to help my loved ones understand the idea of 
‘the single story’ that we discussed in class last May. Western education has made us 
understand the world as being made up of adjectives without considering the relatively 
of such words.  
 
What’s interesting in this student’s employment of the single story concept is that it not 
only linked this student’s experiences in South Africa to the pre-departure phase, but also used 
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the concept to specifically identify influences of “Western education” as having an effect on 
“stereotypes about Africa and the rest of the world.” Moreover, this student demonstrated a 
connection between the global learning aspects of perspective taking and knowledge application 
when this student’s writing provided a vision to apply the concept by “painting a picture of South 
Africa” in order to help loved ones understand the idea of “the single story”. 
 In keeping with this thread, the following and final example is taken from another 
student’s final project. Where once again, a student connected the concept of the single story 
from the pre-departure session to identify how influences from one’s background limited this 
student’s intellectual approach to the study abroad experience. Furthermore, this student 
explicitly credits this limitation to unwittingly assuming a single story when approaching Korea. 
The experience of going to a Pansori13 show, viewing and discussing Sopyeonje,14 and 
spending a day at the Seoul Pride Parade showed me not only that I had approached 
Korea with the wrong intellectual lens, but that the country was different, dynamic, and 
constantly changing. I was instantly reminded of Chimamanda Ngozi Adichie’s talk 
“The Danger of a Single Story”, and realized that while I had understood the content 
of Adichie’s talk, I had still unwittingly made the same mistake of assuming a single 
story when I approached Korea. When we study culture at the academic level, there is 
often an undertone that gets carried, perhaps unconsciously, that Europe and America 
are cultures constantly in flux, while foreign cultures are static and easily identified. In 
my major, for example, we are intimately familiar with the periods of English literature, 
from Romanticism to Realism, Modernism and the Postmodern fragmentation of the 
present. However, it’s not often that we are taught the extent to which other cultures are 
similarly constantly changing on their own, and so we often fall into a trap of inherently 
 
13 “P'ansori is a form of classical Korean musical dramatic storytelling. A performer, usually wearing 
traditional hanbok dress, stands at the front of the stage, accompanied by another performer beating on a 
drum. As the drum beats, the performer dramatically tells the audience stories from Korea's ancient past, 
often adopting different voices, alternating between comical and melodramatic modes, and sometimes 
lasting over an hour” (Student Forum Entry, Site Observation).  
14 “My professor showed us a Korean movie called Sopyonje, about an aging, wandering Pansori 
performer in the 1950s who has dedicated his life and those of his children to mastering the art form, but 
faces a declining interest in it as Koreans increasingly turn to more “modern” Western performances. The 
film gave me a lot of context into how this traditional Korean art form was challenged by the arrival of 
foreign novelty, and how Koreans are attempting to navigate what they should preserve about their own 
culture as their country becomes increasingly globalized in the 21st century” (Student Final Project). 
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assuming a static foreign world with certain fixed characteristics that denote it as 
“Other” from our own culture… These experiences forced me to think much more 
broadly about how I'd been approaching the world outside America, as well as my own 
value systems and how regionally and culturally specific they were. 
 
 What this student seems to have done in this excerpt is to confirm how the recall of 
prescribed static narratives, as to reflect or conform to an overarching set of aims or values of a 
particular place, can stymie or interrupt a modification of disposition. As this student noted, 
“When we study culture at the academic level, there is often an undertone that gets carried, 
perhaps unconsciously, that Europe and America are cultures constantly in flux, while foreign 
cultures are static and easily identified.” Moreover, this student illustrated this line of thinking by 
providing a connection between the study abroad experience and academic discipline by stating 
that: “In my major, for example, we are intimately familiar with the periods of English literature, 
from Romanticism to Realism, Modernism and the Postmodern fragmentation of the present. 
However, it’s not often that we are taught the extent to which other cultures are similarly 
constantly changing on their own, and so we often fall into a trap of inherently assuming a static 
foreign world with certain fixed characteristics that denote it as ‘Other’ from our own culture.” 
And when I read this, I couldn’t help but think of a correlation between this student’s use of 
Pansori and James Carey’s (2009) description of ritualistic communication: 
This projection of community ideals and their embodiment in material form—dance, 
plays, architecture, news stories, strings of speech—creates an artificial though 
nonetheless real symbolic order that operates to provide not information but 
confirmation, not to alter attitudes or change minds but to represent an underlying order 




 I refer to this correlation because this student used the concept of the single story to 
illustrate unwittingly assuming a sort of confirmation15 surrounding Korean dramatic 
performance. For this student, the self-report that, “These experiences forced me to think much 
more broadly about how I'd been approaching the world outside America, as well as my own 
value systems and how regionally and culturally specific they were” seemed to highlight a 
formation of critical analytical skills necessary for transformation in the uniqueness of place, as a 
distinct mixture of wider and more local social relations. Moreover, the nature of this student’s 
articulation of experiential learning abroad (as confirming how culture and community is 
dynamic rather than static) demonstrated the global learning aspect of perspective taking in 
conjunction with cultural diversity. Furthermore, this particular excerpt also demonstrated an 
ability to engage and learn from perspectives and experiences different from one’s own by 
recognizing the limitations of a disciplinary lens when applied to experiential learning. The 
passage, as a whole, clearly demonstrated an ability to recognize the origins and influences of 
one’s own cultural heritage along with its limitations by not only recognizing how regionally and 
culturally specific value systems can be, but also attributing this to unwittingly making the 
mistake of assuming a single story. 
 What this single story vignette attempted to do is to demonstrate a connection between a 
pre-departure concept and approach within a critical framework, as seen through the lens of 
Adichie’s concept of the Danger of a Single Story. In providing the passages, excerpts and 
analysis presented above, it is my intention to chart a discursive path that foregrounds ways in 
 
15 This point is not clear within the excerpt provided, however this student had described (within the first 
in-country forum post and reiterated in further length within the final essay) that when approaching the 
personal learning goal, “I realized that looking for the exact equivalent of Western stage drama in another 
completely different cultural region was a fool's errand in and of itself, because the same kinds of creative 
energies that manifest in the West as formal theatre manifested in ancient Korea as a different 
performance art, P'ansori.”    
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which students have built upon a foundation of a critical concept and varying perspectives in 
order to communicate the affect of their experiences that is comparable to aspects of global 
learning. For example, just as a critical concept, such as Adiche’s Single Story, resonated for 
some students across the three phases, the examples in the remainder of this chapter also 
demonstrate how students might not have come to recognize a relative position they held until it 
was challenged. Even more, what I see as most salient is that when they came to realize that their 
experiences were reflective of the Single Story concept, self-expressions oftentimes 
demonstrated praxis as an authentic union of action (stories from abroad) and reflection (analysis 
and synthesis).  
However, this single story analogy has neglected the means and structure in which 
students acquired their illustrative examples in order to demonstrate knowledge gained from 
exploring the self-determined learning goals. Furthermore, it has neglected a narrative 
description on how students might have gained new or transformed perspectives. Nonetheless, I 
have done this purposefully because presenting how summative self-expressions appeared 
cyclical can help demonstrate how students approached the valuing process of their study abroad 
experiences. In other words, this can be envisioned as a position (an analytical angle) that begins 
with summative self-expressions meant to provide direction (a way in which something was 
developed) for the reader to gain insights from narratives of formative analysis in relation to their 
goals and the format of the exploratory course.  
Here, I think it would be helpful to reiterate that discourse analysis systematizes different 
ways of talking in order to make visible the perspectives and starting points on the basis of which 
knowledge and meanings are produced in a particular historical moment. Therefore, the 
following section presents narrative descriptions that illustrate ways in which students 
 108 
recognized their personal learning goals and course format as having helped orient an inductive 
meaning making processes akin to global self-awareness. In other words, they encapsulate an 
orientational induction of meanings through narrative descriptions comparable with adjustment 
or alignment of oneself or one's ideas to new surroundings and circumstances. 
Orientational Induction of Meanings 
 
In the context of this case study, the following five examples provide insights gained 
from narrative descriptions of student formative analyses with their personal learning goals and 
the course format in relation to: experiential perspectives, engagement, cross-cultural problem 
solving, the learning community as well as social responsibility and civic engagement. 
Moreover, the examples are also provided to demonstrate how I have come to see positive 
correlations between students’ abilities to contextualize their international experiences in relation 
to their pre-departure expectations, personal learning goals (PLG) and self-awareness. Although 
the examples are not given in chronological order (i.e. writings specifically produced during the 
order of the course phases), the examples below are seen through the lens of students’ reflections 
of their PLG and the format of the pilot course, both during and at the end of the course. The 
following examples make visible perspectives and starting points as the basis of which 
knowledge and meanings may have been produced when students considered the interventional 
approaches of the pilot course.  
Example 1: Personal Learning Goals and Experiential Perspectives 
 
For the final in-country forum prompt, students were asked to: share what you thought 
and felt about your personal learning goal through your study abroad experience. Consider how 
your media source analysis, site observations and interviews have influenced the way you might 
view your experience. Sample responses to this prompt included:  
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Sample 1  
 
I feel like my personal learning goal16 definitely enhanced my time in Italy. I paid 
attention to so much more and view everything critically rather than letting the culture hit 
me like an overwhelming wave. Having such a specific focus has helped me remember 
all of my experiences in greater detail and make more connections to my entire 
experience (emphasis added). Choosing physical interactions was a great choice for Italy. 
I was amazed to see how huge of a role it played in day-to-day socialization in Rome. 
 
My learning goal was also a great fit for the academic program I chose. One of my 
courses was a sociology class about food and culture in Italy, and I learned that Italian 
food and socialization go hand in hand. We also learned so much about very specific 
rules that go along with the meal time. We discussed everything from the traditions and 
superstitions of ancient Romans to the influence on modern day etiquette. Apparently 
making eye contact is crucial when clinking glasses after a toast. If you don’t, you’ll be 
cursed with seven years of bad luck in bed. The Italians I met seemed to take this pretty 
seriously, which was actually kind of funny. This information came in handy for all my 
future meals though. There was always wine and always a toast, and each time the host 
made really intense eye contact. I’m glad I didn’t make the social faux pas of cursing 
them. 
 
Having the chance to interview was also a great experience. My internship supervisor 
told me from day one that she was clueless about American culture, so we constantly had 
a great dialogue about cultural differences. They were baffled by Olive Garden and 
Chicago style pizza. While I had countless opportunities to share American culture with 
my supervisor, it was nice to have time dedicated to learning her side of the story. She 
seemed to really appreciate the chance to share her culture as she’s very proud of being 
Italian. Overall, having this learning goal greatly influenced the way I went about my 
experience abroad and taught me things I never would have learned otherwise (emphasis 
added).  
  
Sample 2  
 
Throughout my time in London, I have made my learning goal to be about viewing the 
PDA in London and how it differs from America (emphasis added). I did not initially have 
this be my learning goal17 but during my time in London I decided to explore this because 
 
16 “My personal learning goal for this program is to observe what daily life and social interactions are like 
for the average person in Italy (Discussion 1, Identifying a Personal Learning Goal).” 
17 This student’s original PLG was stated as follows: “There are many things I hope to get out of this but 
what I really hope to gain is to learn more about myself. I feel like I have learned so much more about 
myself just by coming into college. But being in a totally different country and being put into situations I 
would normally not be in America all on my own, will help me learn more about myself. I am also hoping 
to see if I can get an idea of what I want to do in my future through my internship (Discussion 1, 
Identifying a Personal Learning Goal).” 
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of the vast amount of PDA I saw. I did not expect to see that type of behavior so out in 
the open especially since the English are known to be more on the quite side. 
I have learned through my interview and observance that most of the people that show 
vast amounts of PDA are other Europeans that are not English themselves such as 
Spanish, French, and Polish people who are much more open with showing affection 
through their culture. I have noticed this through hearing people who were showing 
affection speaking in a different language to each other. When one of my friends from 
back home came to visit she noticed the great amount of PDA in London as well. When 
we saw it we would start laughing and say something like get a room, since that is what 
Americas usually say to PDA. People have no shame when it comes to kissing right next 
to little children or anywhere in public. People who grow up in this kind of society do not 
flinch or notice it as something bad, just something people do. I only began to realize that 
once I started not noticing as much after my first month in London. 
The kind of culture you grow up in greatly impacts your views. It teaches you what you 
believe to be right from wrong, what is normal and not. Being abroad helps one break 
those barriers and realize how different other areas in the worldview things. This is 
really important in creating a person who can understand other peoples perspectives 
which I believe is a large part of what this learning goal was meant to do (emphasis 
added). 
What these two responses appeared to suggest was that incorporating the personal 
learning goal into the format of course assignments (interviewing and site observation) tended to 
support these students’ abilities to recognize details and attributes they may have otherwise not 
considered. Take for example the first response, “Having such a specific focus has helped me 
remember all of my experiences in greater detail and make more connections to my entire 
experience.” This student reinforces this idea by providing illustrative examples ranging from: 
the academic program, social interactions as well as a conversation with an internship advisor. 
Moreover, the illustrative examples that reinforced such a claim of making more connections to 
the entire experience attributes this to the final claim. “Overall, having this learning goal greatly 
influenced the way I went about my experience abroad and taught me things I never would have 
learned otherwise.” 
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 The second sample explained how preconceptions influenced the goal itself because of 
an unexpected observation. For this student, exploring PDA through observations, interviewing 
and more time in London had the effect of softening the original surprise. From this point, the 
students’ illustrative examples attributed the pursuit of the personal learning goal as a means of 
communicating understanding how one’s place in the world both informs and limits one’s 
knowledge. For example:  
“The kind of culture you grow up in greatly impacts your views. It teaches you what you 
believe to be right from wrong, what is normal and not. Being abroad helps one break 
those barriers and realize how different other areas in the worldview things. This is really 
important in creating a person who can understand other peoples perspectives which I 
believe is a large part of what this learning goal was meant to do.” 
 
In continuation of student narratives regarding the personal learning goals and abilities to 
recognize details and attributes, the following responses included in example 2 takes into 
consideration how students described the relations between goals and academic abilities and 
confidence.   
Example 2: Personal Learning Goals and Engagement 
 
When students were asked to evaluate their experience with the pilot course, they were 
asked to elaborate on how having a personal learning goal while abroad might have affected their 
academic abilities and confidence?  
Responses included: 
 
• I liked having a personal learning goal because it helped me realize and be able to put 
into words how study abroad has impacted my life for the better. I think so many students 
don't know how to incorporate what they have done abroad into every day life, having the 
personal learning goal helped me take my experiences and be able to focus on a set of 
skills to use on resumes, interviews etc. (emphasis added) 
 
• I was able to approach everyday occurrences more critically. It also helped me put my 
experiences into words and remember it better (emphasis added). 
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• I had something to focus on and it motivated me to talk to more locals (emphasis added) 
about my goal and visit different places. 
 
• It made me be more curious with the students and professors around me, asking more 
questions that I normally wouldn't. And this interaction gave me confidence to further 
socialize with my peers in the course (emphasis added). 
 
• Choosing my specific personal learning goal forced me to reevaluate my intellectual 
approach (emphasis added) to exploring Korea. I went with certain subconscious 
expectations in mind, and through exploring my personal learning goal, I learned how 
truly unique the country was, and how erroneous I was to have come with those 
expectations in the first place.  
 
 
These responses appear to not only reinforce that incorporating the personal learning goal 
into the format of course assignments tended to support students’ abilities to focus and reflect 
upon on their engagement during their study abroad programs, but also ways that this was 
applicable. For example, students communicated applications (emphasized in the context of the 
responses above) insofar as:  
• having the personal learning goal helped me take my experiences and be able to 
focus on a set of skills to use on resumes, interviews etc. 
 
• It also helped me put my experiences into words and remember it better. 
 
• it motivated me to talk to more locals this interaction gave me confidence to 
further socialize  
 




In continuation of considering the attribution of actions as a result of leaning goals, the 
following responses included in example 3 takes into consideration how students described the 
relations between the course, personal learning goals, and their recognition of problem solving in 




Example 3: The PLG, Course Format and Cross-Cultural Problem Solving 
 
When students were asked to evaluate their experience with the course, they were asked to 
elaborate on how this course and/or your personal learning goal might have come to affect your 
recognition of problems and strategies for problem solving in a cross-cultural scenario.  
Responses included: 
 
• I was focusing on specific elements of the culture. When a cultural misunderstanding 
arose, I had some background knowledge from my observations to help me 
understand the situation (emphasis added). It was like a protective factor to help me 
avoid feeling offended or embarrassed. 
 
• One of the topics discussed in the pre-departure was the stereotypes we might have 
encountered abroad, and having that mindset to not have pre-made idea of the people 
I was going to meet was very helpful in interacting with them (emphasis added). 
 
• It helps me especially in terms of presenting an idea. As English is not their first 
language. I sometimes need to find ways that are more straightforward and easy to 
understand to communicate with them. This does not hinder us from communicating 
but rather allows me to think about how to express (myself) more clearly (emphasis 
added). 
 
• My personal learning goal was to learn and understand more about Costa Rican food 
and how it relates to culture. Keeping my learning goal in mind, I learned how 
important it was to finish all of my food--my host family did not like to waste any. 
This related to my personal learning goal and helped me learn how to problem solve 
in this situation and in general. I learned how to problem solve in that situation by 
sharing my food when I did not want to eat it all, or giving it to my host mother to 
feed to the dogs. I realized that even though I throw out food in my own house, it was 
not okay to do here. This helped me realize that in the future I need to be aware of 
things like this in different cultures so that I can respect their cultures and values 
(emphasis added). 
 
Here again, responses appear to reinforce the personal learning goal as supporting students’ 
abilities to focus and reflect upon on their engagement during their study abroad programs. 
Furthermore, the responses not only narrate ways in which some students considered their 
recognition of cross-cultural problem solving, but also expressed a formative valuing process in 
relation to their experiences and the interventions. In other words, the experts below (emphasized 
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in the context of the full responses above) appeared to illuminate a formative valuing process 
insofar as the importance, worth, or usefulness of something.  
• I was focusing on specific elements of culture…When a cultural misunderstanding 
arose, I had some background knowledge from my observations to help me understand 
the situation. 
 
• One of the topics discussed in the pre-departure was the stereotypes we might have 
encountered abroad …having that mindset to not have pre-made idea of the people I 
was going to meet was very helpful in interacting with them. 
 
• I sometimes need to find ways that are more straightforward and easy to understand to 
communicate with them… This does not hinder us from communicating but rather 
allows me to think about how to express (myself) more clearly. 
 
• Keeping my learning goal in mind, I learned how important it was to finish all of my 
food--my host family did not like to waste any…I realized that even though I throw out 
food in my own house, it was not okay to do here. This helped me realize that in the 
future I need to be aware of things like this in different cultures so that I can respect 
their cultures and values. 
 
In continuing with narrative descriptions of the personal learning goal, example 4 takes into 
consideration how students described the benefits of sharing the progress of developing their 
own personal learning goals with the fellow students.  
Example 4: Personal Learning Goals and the Community of Learners 
 
When students were asked to evaluate their experience with the pilot course, they were 
asked to elaborate on what they thought about having to read and respond to fellow students’ 
(forum) posts. They were also asked if this (as a requirement) was beneficial insofar as helping 
them to develop their own personal learning goal.  
 
Responses included:  
 
 
• I thought it was beneficial to read others' posts and see what they were doing abroad. 
Reading about how they were exploring their personal learning goals helped me get 
ideas for how I could continue to develop my personal learning goal (emphasis added). 
 
 115 
• I thought it was an interesting way to learn about other cultures and the students' 
experiences within those cultures. It helped me be more conscious of the culture I was 
experiencing (emphasis added).  
 
• It was definitely helpful to read some of my other classmate's posts, and interesting to 
read about their experiences. And just being required to post in the forum helped me to 
reflect on my experiences as they were happening and think more concretely (emphasis 
added).  
 
• Reading others' forums helped me to complete mine as well. There are perspectives that 
I have never thought about. For example, I primarily focused on the working 
atmosphere in libraries and my labs since my topic was about the working culture, but I 
also read about others' post saying that they went to the local cafe and found out 
something interesting, so I figured it might also be a great place to take a look at 
(emphasis added). 
 
• I enjoyed reading other peoples posts and it helped me realize how different everyones 
study abroad experience was depending on where they decided to go. The requirement 
was beneficial to me because that is what helped me come to that realization. Reading 
others posts did help me come up with different strategies for my own personal learning 
goal because it let me see how people were looking at their learning goal at a different 
angle. Also it let me see how they expanded upon their initial learning goal, which 
helped me do the same with mine (emphasis added).  
 
These responses appeared to suggest that in sharing the development of personal learning 
goals may have further supported these students’ abilities to recognize details in the country of 
their own programs as a result of the considerations of their peers. Here again, and similar to 
example 3, the responses appeared to not only narrate how reading others developments enriched 
their own focus, but also expressed a formative valuing process in relation to this intervention. In 
other words, the statements emphasized in the context of the responses above, such as: “Reading 
about how they were exploring their personal learning goals helped me get ideas for how I could 
continue to develop my personal learning goal” or “It helped me be more conscious of the 
culture I was experiencing” appeared to reveal an implicit sense of unexpected benefit.  
As this thread of presenting a narrative of formative analysis concludes, the fifth and final 
example diverges from the personal learning goal in order to consider students’ appraisal of 
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course format in relation to their experiences and issues of social responsibility and civic 
engagement.  
Example 5: Course Format, Social Responsibility and Civic Engagement 
 
When students were asked to evaluate their experience with the pilot course, they were 
asked to elaborate on how the format and exercises of this course (i.e. pre-departure discussions 
and posts, in-country journaling assignments and forums, and re-entry discussions) may have 
come to affect how you recognized any experiences that have made you want to do something 
about local or global community needs and/or influenced your perceptions of global 
interdependence and social concern for others, to society and to the environment. 
Responses included: 
 
1. The personal journals allowed me to really say what was on my mind, and helped me to 
realize just how frustrated I was with the language programs in US education systems 
(emphasis added). 
 
2. The in-country journaling assignments and forums really helped me think about the 
things that I was experiencing in Costa Rica and helped me to think about bigger issues 
and recognize things that I wanted to change (emphasis added).  
 
3. The in-country journaling has helped me recognize global needs (emphasis added). I 
learned about community and global needs through observing as well as interviewing 
natives that was assigned in the journaling assignments. I found it to be helpful, as I got 
to focus on topics that were close to my level of interest. 
 
4. In some of my journals, I paid attention to the community-mindedness that I observed in 
Korean and Japanese culture. The crime rates in these countries are very low and the 
streets are generally very clean, but more than that, through exploring these cultural 
attitudes I came to understand that in these cultures, people placed a much greater value 
on harmony and on making sure others are treated well, rather than being individualistic. 
Paying attention to these attitudes in order to journal them made me much more 
perceptive, and willing to experiment with adopting these attitudes myself (emphasis 
added).  
 
What these responses appeared to be suggesting to me was that first and foremost, the 
journaling exercises were the preferred space to consider issues of social responsibility and civic 
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engagement. Second, the responses appeared to indicate that students used these spaces for 
contemplating broad concepts, rather than elaborating on specific issues. In light of this analysis, 
these responses may have also indicated that students were still considering such issues. In other 
words, responses communicated a sense of general awareness insofar as: realizing a frustration 
with language programs in the U.S. education system, recognizing things I wanted to change, 
recognizing global needs, and a willingness to experiment with adopting attitudes.  
In conclusion, these five examples were shared to provide insights into students’ 
formative self-expression with their personal learning goals and the course format in order to 
illustrate a narrative bridge between formative self-expressions, which can help provide insight 
into complexities of views found within summative self-expressions. Just as for some students 
the “Single Story” served as an illustrative lynchpin in their messages, seeing how students 
approached the valuing process of their study abroad experiences through the lens of goals and 
format, can help systematize different ways students communicated these parts as a whole.  
In other words, what I have attempted to do in this chapter was to provide vignettes, 
writing examples and brief interpretations that create a narrative from which insights into the 
approaches and instructional strategies that aimed to present complexities of views in relation to 
aspects of global learning as a formative process. In the following chapter, student narratives are 
organized in way that highlights discourse in relation to summative self-expressions that further 
demonstrate aspects of global learning insofar as how students described and integrated 
synthesized experiences as being personally transformative.  
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Chapter 6: Self-Expressions & The Synthesis of Transformations 
 
 What was most evident to me from students’ writing as they progressed through their 
programs was that many of the students demonstrated a movement from narratives of particular 
experiences towards synthesis and a narrative of analysis when describing experiences as they 
spent more time in their programs abroad. This became most evident in relation to the final 
journal and forum post assignments where responses oftentimes began articulating a recognition 
of preconceived notions that students were unaware of until those notions were challenged. 
These type of responses frequently expressed self-awareness in a sense of articulating the core 
values of global learning as being transformative.  
Much like the previous descriptions in chapter 5, this chapter relies as much as possible 
on the participants’ views of their own experiences. I reiterate this once more because I 
encourage readers to gauge how and in what ways the particular details and stories presented in 
this case study may be applicable to their own situations, especially in relation to aspects of 
global learning. Therefore, writing examples, vignettes and the final essay I chose to share in this 
chapter, highlight student discourse in relation to summative self-expressions that further 
demonstrate aspects of global learning. More specifically, the chapter is organized to examine 
this through the lenses of: expressions of global learning and self-awareness, expressions of 
transformation and growth, a vignette of the re-entry workshops, and concludes with a complete 
essay example.  
Finally, the narrative details provided within were also chosen to illustrate the complexity 
of nuances captured in student writing, which perhaps could be interpreted as articulated holistic 
global learning. I say this because students often explained a progression of awareness, identified 
and illustrated influential perspectives, and communicated the significance. And even more, this 
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was nuanced in a way that charted a narrative as a reflexive path with illustrative examples that 
reinforced a progression of awareness by identifying influences of one’s own cultural 
background along with its limitations as reinforcing varying aspects of global learning.  
Expressions of Global Learning & Self-Awareness 
 
I share the following 4 examples below (taken from the final in-country journal and 
forum assignments), because they exemplify a turning point in articulations of global learning 
aspects (as outlined in chapter 3) near the end of the experience abroad. I found this of 
importance because the expressions went beyond describing particular experiences and into 
summative analysis. In other words, the descriptions of global learning aspects that are provided 
in table 5 correlate to the actions I found that students were describing in their own writing of 
both particular experiences and their broader international experiences as a whole. These 
examples are not excerpts but are complete assignment entries. I provide full entries in the 
following examples as to provide the reader with the rich contextual nuances as seen in dynamic 
descriptions of student self-reflections when prompted to “consider the ways you might view 
global learning through your study abroad experiences”.  
Table 5: Global Learning Aspects and Descriptions  
Global Learning Aspect Description 
Global self-awareness Articulates one’s identity in a global context 
Perspective and cultural diversity 
Evaluates and applies diverse perspectives 
and understanding of multiple worldviews & 
experiences 
Responsibility and global systems 
Evaluates the local and broader consequences 
of individual and collective interventions 
Knowledge application and global systems 
Applies knowledge and skills to address 






Example 1: Global Self-Awareness 
 
I am taking a course at the University of Cape Town on community development. The 
theme of one of the classes was about self-reflexivity. To my knowledge, this means 
something like coming to terms with the fact that you could never truly understand 
another person, for you have never been in their position or had their experiences. With 
regard to my being a white American girl in South Africa, this discussion was key to 
understanding my position in that place, culturally, academically, as a student of 
development, as a teacher of some young brown Afrikaans-speaking kids. Specifically in 
this class, we discussed the controversy over African female sexuality. We read an article 
written by the grandchild of Nelson Mandela, who is from a remote part of the Eastern 
Cape, where he described a pre-marital practice of ukuthwala in Kwazulu-Natal. To any 
western, ukuthwala would seem like a horrific act of sexual abuse, but it is a regular 
practice in Kwazulu-Natal. The class the discussion that ensued was riddled with blatant 
refusal to accept more than one moral standing on the tradition of ukuthwala. found the 
practice to be a bit unsettling, I actually felt as though I understood that they had every 
right to continue that practice, and that it really wasn’t as harmful as some other western 
journalist might make it out to be. I attempted to acknowledge my complicity as a 
Western in the East, and unlearned to the best of my ability the dominant systems of 
knowledge that I have been conditioned all my life to follow. In class, I argued on behalf 
of Mandela, for I understood that in his very first verbalize intention in this piece was to 
request that the reader do those very things before making a judgment about the subject 
of matter. For example, many of my classmates told me how they felt that the desire to 
make decisions for oneself on an individual basis was a universal desire, disregarding the 
fact that the notion of each individual being “endowed with inalienable rights” is written 
in the United States Constitution, written by a bunch of rebels. Our forefathers were 
rebels. They killed each other for those rights, and those who benefitted from those 
sacrifices passed down those rights to contemporary Americans. My point here is that I, 
as an American, have the privilege of such rights, and American society have built a set 
of ideals from those privileges. While we may believe they may be inalienable, they were 
in fact the beautiful ideals of a bunch of rebels. 
Before coming here, I do not think I would have ever understood that “the individual” 
and “inalienable rights” really are social constructs of the Western world. It was a bizarre 
and disconcerting revelation, but in a weird way I feel like a much bigger person for 
acknowledging that.  
Example 2: Perspective & Cultural Diversity 
 
Perhaps one of the most intriguing experiences of my trip took place almost at the 
beginning, at the Seoul Queer Pride Festival. I'd heard drastically different accounts of 
attitudes in Seoul and in Asia towards the LGBT community, and regarding 
heteronormativity in general.  
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From speaking with my Korean friends and watching local pop videos, it seemed to me 
that Koreans were much more comfortable with men seeming effeminate: lots of highly 
popular Korean male pop stars die their hair, dress very well, and otherwise can seem 
feminine by Western standards, but in Korea, there is no doubt about their masculinity. In 
Korea, it is, it is much more socially acceptable for men to pay attention to their 
appearance, and fashions that seem feminine in the US are perfectly male-acceptable in 
Korea: hand bags, skinny pants, etc. Koreans are also very comfortable with nudity in 
certain spaces: Korean bathhouses are seperated by sex, but in the bathing sections, men 
are perfectly comfortable bathing naked with each other in a way that would shock many 
Americans.  
On the other hand, homosexuality itself and actually considering oneself transgender is 
less accepted in Korea than in much of the West. Christianity is one of the most popular 
religions in Korea, and many Christians in Korea are highly vocally opposed to gay 
rights. I got to see these societal tensions exposed at the Seoul Queer Festival, barely two 
days into my trip. 
Though I'd heard that LGBT issues were much less recognized in Korea, I was amazed to 
find thousands of people turn out for the festival. The fest took up the entire massive 
lawn in front of Seoul City Hall, and when the parade started, thousands of people 
jammed the streets of Seoul to follow drag show floats on a giant loop through 
downtown. Sandwiched between the vocal Christians protesting the event on all sides, 
and inside a massive throng of jubilant Korean and foreign paradegoers, I instantly 
recalled the TED talk "The Danger of a Single Story" that I'd seen by Chimamanda Ngozi 
Adichie. 
Apart from simply considering Korean culture in the binary mindset I unintentionally was 
using, I realized that there were cultural norms in Korea and then forces struggling 
against those cultural norms. Yes, the LGBT scene was still gaining momentum, but on 
the other hand, thousands of people came out that day to support them. It became much 
more productive to stop seeing Korean and the US in terms of positive and negative 
cultural differences, and more intriguing and meaningful to just see them as different. I've 
been doing theatre for a year now, and as theatre is a great safe space for LGBT-
identifying individuals to express themselves artistically, many of my friends are gay or 
otherwise non-conforming to gender or sexuality-related norms. However, I was raised in 
a conservative Indian Catholic household, and so I'm aware of homophobia existing in 
modern society quite close to home. This dual experience gave me a greater cultural 
framework when understanding the debate in Korea, as I've often heard Catholics even in 
the US say that homosexuality is a sin, a declaration that made me very uncomfortable 
growing up with a more tolerant mindset, and the changing nature of Korean attitudes 
towards the LGBT community almost seemed like a macrocosm for my own family's 
shifting viewpoints on the issue as me and my sister collectively introduce my parents to 




Example 3: Responsibility & Global Systems 
 
During my time in New Zealand, I felt like I have learned so much in just a few short 
weeks. I don’t think anyone that travels abroad can express their feelings and thoughts in 
a way that others would find meaningful. I think that this experience will only be fully 
understood and appreciated to its full extent by myself. I view global learning through my 
study abroad experience from the people that influenced and experienced my travels 
alongside me. Without the people that I have encountered throughout my trip, examples 
including tour guides, friends, natives, my professor, as well as others, my experience 
would have been different. The people that I have met through this trip, helped me learn 
and experience New Zealand. Through them, I have had hands on learning about New 
Zealand’s culture as well as nature. My media source, observation and interview also 
influenced the way I learned because they all helped me fill in the missing pieces. I think 
that there was no better way to learn about sustainability in New Zealand then going out 
and seeing with my own eyes everything that was happening and comparing that to the 
way it happens in America. Studying abroad has opened my eyes on different 
perspectives and how different countries handle these issues. I find it a once in a life time 
opportunity to go abroad and learn about those differences other countries share with 
America. This trip has inspired me to continue to be as eco-friendly as possible, as well 
as incorporate some new techniques that I have learned in New Zealand. I hope to one 
day use what I learned abroad to make a difference on campus, and eventually The 
United States.  
 
Example 4: Knowledge application & Global Systems 
I have returned to Stockholm after spending two weeks in Northern Sweden, part of the 
time in small mining towns and the other part at a research station in the mountains. It’s 
strange to be back in the city, and part of me longs to go back. But by now I’ve seen the 
dichotomy between northern and southern Sweden, and not just heard/read about these 
places. The differences I’ve noted are both social (differences in culture, demographics, 
and lifestyles) and physical (ecology, geology, and land use). 
First and foremost, I think, would be the Sami: their culture, their story, and their use of 
the land. The Sami have traditionally occupied the northern parts of Norway, Sweden, 
Finland, and a segment of northwest Russia. Some of them are reindeer herders, like their 
ancestors before them, and this requires the use of very large portions of land. I had the 
chance to meet four young Sami people—three of which were reindeer herders—and hear 
about their hopes and struggles. 
Unfortunately, though, there are a lot of struggles. Part of this is racism, which I think is 
more present in the small towns in the North (although ignorance and misinformation are 
also serious issues in the South). Furthermore, because reindeer need a lot of land for 
grazing and migration and are very sensitive to human activity, there is a lot of tension 
over land use. The Swedish state is encouraging prospecting for minerals and the 
development of wind and hydropower plants. Many Sami villages have lost significant 
portions of land, and reindeer herding is becoming less and less feasible. Though these 
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issues are sempiternal in this part of the country, it seems these issues are not on the 
minds of many Swedes in the South. 
One can also observe some pretty obvious geophysical differences. The North is heavily 
forested, but with evidence of deforestation everywhere. And the lakes and rivers are 
commonly dammed for hydropower production.  The towns are small and the influence 
of Sami architecture is noticeable, if not very common. And evidence of resource 
extraction is everywhere—sights I have never seen before. What at first appear to be 
barren hills are actually piles of waste rock, mine shafts dapple the hills, massive 
turquoise tailing ponds dominate the landscape, and mines not far from towns gape like 
open wounds in the earth. The flora and fauna is different as well; species characteristic 
of the Arctic like dwarf birches, lemmings, reindeer, and moose are pretty much 
everywhere you go. 
In conclusion, I think that that—if you take a simplified viewpoint—the dichotomy 
between North and South Sweden is kind of a paradigm of modern industrialization. In 
the North there is large-scale natural resource exploitation (often a net loss for the people 
who live there). Meanwhile, in the South, there are cities whose inhabitants use and 
expend resources without ever seeing where the products come from or knowing the 
stories behind them. The South is the center of Swedish technology, innovation, and 
politics, and the North is kind of the unseen engine that drives its growth. I think this is 
just one example of a global phenomenon that I will never be able to overlook again. 
 In my own analysis of these four examples, I find that they speak volumes to the nuances 
of experiences students encounter in particular study abroad programs that embody a type of 
self-dialogue with one’s expectations or assumptions prior to having their study abroad 
experience. Furthermore, these four students employed dynamic description of experiences in the 
context of recognizing their own cultural backgrounds, along with its limitations. These narrative 
examples also began to expand upon assumptions that produced statements of potential 
applications as a result of self-awareness. And, I base this observation on the following excerpts 
drawn from the examples above (with added emphasis to illustrate thinking forward): 
(Example 1) “Before coming here, I do not think I would have ever understood that “the 
individual” and “inalienable rights” really are social constructs of the Western world. It 
was a bizarre and disconcerting revelation, but in a weird way I feel like a much bigger 
person for acknowledging that.” (emphasis added)  
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(Example 2) “This dual experience gave me a greater cultural framework when 
understanding the debate in Korea, as I've often heard Catholics even in the US say that 
homosexuality is a sin, a declaration that made me very uncomfortable growing up with a 
more tolerant mindset, and the changing nature of Korean attitudes towards the LGBT 
community almost seemed like a macrocosm for my own family's shifting viewpoints on 
the issue as me and my sister collectively introduce my parents to LGBT issues.” 
(emphasis added)  
(Example 3) “This trip has inspired me to continue to be as eco-friendly as possible, as 
well as incorporate some new techniques that I have learned in New Zealand. I hope to 
one day use what I learned abroad to make a difference on campus, and eventually The 
United States.” (emphasis added) 
 
(Example 4) “The South is the center of Swedish technology, innovation, and politics, 
and the North is kind of the unseen engine that drives its growth. I think this is just one 
example of a global phenomenon that I will never be able to overlook again”. (emphasis 
added)  
 
The reason I provide emphasized statements in excerpts above (drawn from the context 
of previous examples) is that these students’ self-expressions began to contextualize global 
learning in so far as discussing the truth or merits in their learning through their experiences into 
generative themes.18 I also see this as a turning point in which the students’ writings began to 
reflect on what it means to be responsible for one’s actions as part of a broader attempt to engage 
in something, i.e. awareness, perspective, responsibility and knowledge application. I say this 
because each one of these responses expanded upon assumptions that produced statements of 
potential applications as a result of a widening perspective of self-awareness. Under this 
interpretation, the previous four examples take on a tone of transformation near the end of the 
term abroad.  
Moreover, I observed that students’ self-expressions upon re-entry really began to take a 
more explicit tone of transformation and holistic development in relation to global self-
 
18 Here, I refer to generative themes as an issue about which people feel strongly and show a willingness 
to take action. 
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awareness. The following section will provide examples of how I have come to view ways 
students began to attribute their experiences to developments and growth to self-awareness as a 
continuum through which three students expressed the development of a mature, integrated 
identity with systemic recognition of how experiences affected transformations leading to growth 
and enhanced skills. 
Expressions of Transformations & Growth 
 
 Just as I began chapter five with a quote from one student’s final essay, here I will use a 
passage another student’s final essay to demonstrate my observations of summative self-
expressions that oftentimes foregrounded transformation as self-awareness leading to growth. 
For example, the quote below is a couple paragraphs of one student’s final essay in a sub-section 
titled “The Aftermath”.  
Upon returning to the states, I realized I have changed in so many ways – for example, I 
am more patient and grateful, more mindful, less judgmental and more accepting, more  
active and happily so. My entire lifestyle changed in Rome, and there are certain 
practices I've learned that I know I will keep for a long time, such as air-drying my 
clothes, and dousing my salads in balsamic vinegar. I was so busy exploring my 
surroundings during my study abroad experience that I did not keep up with my friends 
and family much. I was busy living my life abroad. I understand what my friends meant 
when they said I had to experience study abroad for myself to understand the gravity of 
its impact on character and experience. However, I believe, through autoethnographic 
analysis, I can now describe my experiences in a fairly eloquent, comprehensive manner. 
One characteristic I improved in myself is compassion. In Italy, many locals did not 
speak English. I was, for the first time, placed in a situation in which I was the foreigner 
who could not communicate properly. Did they think, “who is she to come to our country 
without learning our language first, and exactly as we speak it, with no flaws or accent?” 
While some locals were definitely annoyed with me, there were so many kind Italians 
who were so compassionate and did their best to communicate with me effectively. I am 
so grateful to them for showing me kindness. In America, especially on campus, I hear 
self-entitled native English speakers complaining about how their “TA doesn’t speak 
English,” when I know that that TA does speak English just fine – the American simply 
does not feel obligated to try a little bit to understand his/her accent. I hear racial 
intolerance and national privilege in these rude, unrelenting complaints. After being on 
the other side, my compassion for international students and foreigners in America has 
really set in.  
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I chose to begin with the passage above because for the majority of participants’ final 
projects global self-awareness gained from the international experience was most oftentimes 
communicated as a sort of lynchpin for transformation and development of new knowledge, 
attitudes, skills and even virtues such as compassion. In the aforementioned passage, the 
student’s expression recognized perspectives on ethical and power relations through language 
differences and presented a disposition of compassion gained through the illustrated experiences 
from both at home and abroad. But what was most interesting to me was that the majority of 
participants’ self-expressions not only attribute a systemic understanding of the interrelationships 
among the self, local and global to the experiences afforded by studying abroad, but also related 
this to personal development or growth. For instance, the following 3 passages from final essays 
are not only explicitly describing this, but also attributing this growth to the development of 
professional, academic and intercultural competencies through a curiosity to learn respectfully 
about cultural diversity and perspectives.  
Passage 1: “I learned more about what it means to be an American”  
 
As my internship continued, I not only taught my Italian coworkers about typical 
American life and culture, but they also taught me so much about their lives, too. Instead 
of a one-way communication, it became an opportunity of cultural sharing where we 
could learn and grow from one another. I showed them pictures of American 
interpretations of Italian food as they laughed and shuddered with horror at how wrongly 
we had mutated their food. I told them what interests Americans, what they love and hate, 
and talked about our own norms in terms of social interactions. In return, they explained 
to me what real Italian food is like, they invited me to their homes to have dinner with 
their families, and even taught me some Italian greetings. Over the month that I spent 
working so closely with people, I noticed how the physical interactions changed. At first 
it was somewhat formal and distanced as they weren’t too sure what to do with an 
American. By the end of the internship, though, there was plenty of hugging, casual 
touches in conversation, lots of photos together with our faces right next to each other, 
and, of course, the quintessential European kiss on the cheek to say hello and goodbye. 
My boss, the president of the organization, even began referring to herself as my 
“mamma.” In a short time, I had become like family to these women. Our cultural 
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differences were no longer intimidating, and we accepted each other and learned from 
each other.  
 
Through all these experience, I believe I learned more about what it means to be 
American, which is something I’ve never really had to think about before. I understood 
what Americanness meant to both myself and foreigners, and it allowed me to grow 
(emphasis added). I questioned the way I do things I have always taken for granted. 
Being back home, I miss all of the closeness I found in Italy. Everybody seems so much 
less energized and so much more distant from each other. I am taking what I observed in 
Italy and applying it to my own life because I truly loved the warmth and passion they 
exuded. I hope to continue to travel the world now that I know how to look at it through a 
critical lens so I can experience the world for what it really is and keep growing as a 
person from those learning experiences.  
 
Passage 2: “Impressions matter” 
 
The French also seem to place an emphasis on being happy in whatever job that you are 
doing. In America, I think too often we see a job as a job, and not as a learning and 
growth experience. It is not uncommon for French students to finish their degree and then 
spend some time touring Europe. This is not a common practice in America, as people 
have a focus on getting a job and beginning to provide for yourself and a potential family. 
We are always looking towards the next goal, whereas the French try to take a step back 
and take solace in what they already have. I witnessed this with students not panicking 
about homework or exams, and I witnessed these same attitudes with adults in the 
working world.  
 
Moving forward, I will be able to apply these ideas and become a more culturally-aware 
professional in an increasingly shrinking world. The engineering world is becoming more 
globalized every day, so these international experiences gave me insight as to how 
different countries operate professionally. It has shown me that sometimes we need to 
take a step back and recognize the differences between cultures, before we jump in and 
immediately start trying to conform them to the lifestyle of which we are accustomed.  
 
I also learned that sometimes people can be naïve and closed-minded. Throughout my 
childhood, I had amazing opportunities to visit different places and experience new 
cultures. I am aware that not everyone has had these same experiences. When a person 
has not been exposed to a variety of cultures and experiences, it can unfortunately 
sometimes lead to closemindedness when visiting a new country. There were multiple 
students on the trip who would be loud and obnoxious, traits that are frowned upon even 
more by the French than by Americans. Furthermore, they would loudly demand why 
nobody was speaking English, and how everyone should be required to speak English. 
This attitude trickled down in to more menial things such as wondering why the coffee 
came in such small cups (espresso), and how they could not get a decent cup of Joe 
anywhere. Finally, at restaurants, they would complain about portion sizes, stating that 
they were too small. This would cause them to immediately go to McDonald’s following 
dinner to get an additional hamburger so that they could feel full. Again, this opened my 
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eyes to where some of the stereotypes of Americans originate, and potentially where 
some of the stereotypes of French originate as well. Obviously, if you believe that people 
are acting rude to you, then you will be snobby back. This could be misconstrued as 
French just being snobby people in general, instead of them just responding to one 
specific event.  
 
These experiences have ultimately taught me that impressions matter. When entering in 
to any experience, be it professional or otherwise, the most important thing that you can 
do is to be receptive and respectful of other people’s backgrounds and cultures. The 
adaptability that I developed along with the ability to have cross-cultural communication 
skills will ultimately make me not only a strong employee, but a better-rounded and 
culturally aware individual (emphasis added).  
 
Passage 3: “I can handle anything” 
 
I believe my background of having done in-depth sociological and scientific analysis of 
how humans relate, change, and are changed by the environment helped me to reach this 
higher level of emotional intelligence faster than my peers did in South Africa. However, 
after having grown so much as teacher and an advisor of young minds,19 I believe now 
more than even in my ability to navigate the challenges that come with being a team 
leader and mediator. I have developed the mental stamina to facilitate real growth in 
others in addition to myself. My excellent researching methods and analytical skills 
helped me to gain the traction from the studying I did at UCT, and the soft skills I learned 
from the service experience with the children have provided me with tools that I will 
carry over into everything I do in my professional life. They are universal skills for 
collaboration, analytics, field research, and whatever else I may find myself doing in the 
future. I did not learn what form of community development is best for South Africans, 
or any society in the developing world. I am not entirely sold that the development that 
has worked in America will continue to work indefinitely. My experience in Cape Town 
has prepared me to tackle all the challenges on the world to come, whether I find myself 
leading a team for an environmental campaign, or constructing a market development 




19 This point is not clear within the excerpt provided, however this student had elaborated (earlier in her 
essay) that: “My family all thought it to be quite hilarious that I was going to Cape Town to tutor 
children.” As well disclosing an aversion to working with children, she also critiqued her own identity 
and role, “I became hyper aware of my influence on them, and my role as a rich, white, western-educated 
woman. I learned to be very careful about what kinds of impressions I might be leaving on them when I 
left every day, and what memory they will have of my peers and me once we left. In the end, it was a 
tearful good bye, and we knew we had made a good impression on them, though I could never tell you 
explicitly what that meant. What I find most fascinating is that in the end, they taught me how to set an 
example because of the challenges they represented to me.”  
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From my observations, what the aforementioned passages appear to have in common is a 
tone of curiosity to learn respectfully about cultural diversity and perspectives. These excerpts 
also identified the influence of one’s own background as having influenced their recognition of 
growth. However, this analysis of expressions of global self-awareness has neglected the means 
and structure in which students worked through their formulations of final essay self-
expressions. Again and similar to the single story analogy, I have done this purposefully. By 
presenting my observations of self-awareness communicated as a sort of lynchpin for 
transformation and development, the passages above are meant to provide direction (a way in 
which something was developed) for the reader to gain insights on how students approached 
their own summative analyses. 
Once more, this can be envisioned as an analytical angle that uses selected passages of 
student summative self-expressions to provide direction for the reader to gain insights on how 
students were guided in their approaches towards a final self-expressive essay. Therefore, I 
would like to provide another vignette similar to the ‘Single Story’. I call the following vignette, 
“Owning the Experience”. I do this in order to set a scene that illustrates (through the lens of the 
in-person re-entry phase workshops) how students may have come to make connections between: 
experiences abroad, what they have produced along the way (by participating in the pilot course), 
and ways in which transformations and skills developed have been articulated by students 
themselves.   
Owning the Experience 
  
 
Upon re-entry to campus, students participated in 2 face-to-face re-entry workshops. In 
these 2 sessions, students not only discussed ways in which their experiences may have 
augmented knowledge, skills, attitudes upon return, but also participated in speaking exercises 
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geared towards honing in on conversational ways/styles to articulate their learning process. They 
also discussed opportunities for further expanding their international experience upon return to 
campus20 and were instructed on the criteria of the final writing assignment, a reflexive essay.  
However, the first activity students participated in was attending a lecture organized by 
the university’s study abroad office titled Going Global. The lecture was open to the public and 
featured Stacie Nevadomski Berdan as the main speaker. It was a lecture intended to promote the 
professional value of study abroad. The speaker began her lecture by introducing herself as an 
author and international businesswoman. She then explained how owning the experiential 
learning process from studying abroad is a choice that can help leverage an international 
experience. Soon after her introduction, she shared a video titled “Go Global”.21 It was a short 
two-minute video with facts and figures about the world today that carried a message of a world 
in fierce competition as a result of globalization. The video highlighted many statistical 
comparisons between U.S. student performance compared to other nations, likely drawn from the 
Organization of Economic Development’s Program for International Student Assessment 
(PISA). It also compared international economic developments and projections in relation to 
developing and developed countries. The video concluded by stating that globalization is not 
coming, but already here and to: “Be it, Join it, Experience it, Compete, Go Global”.    
As I sat and observed the speech, I noticed there were approximately 50 people in 
attendance. This included 17 students from the exploratory case, who mostly sat in two rows of a 
large lecture hall in which the event took place. Following the Go Global video, the speaker 
stated, “That is the world we live in.” And that, “We have to understand the world we live in.” 
For the most part, the students paid attention and checked their electronic devices only 
 
20 Re-Entry handouts provided in appendix B  
21 https://www.youtube.com/watch?time_continue=18&v=Xr_SAWV3Ozs 
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occasionally. As the speaker continued discussing that a global worker is a person who can work 
across cultures she explained that it is important to do research into where is global growth, 
especially the global south.  
She then proceeded to explain that in 2000, thirty percent of the world’s GDP was 
generated in developing countries and by 2050 it will be reversed. Students appeared to be half-
heartedly listening to the list of stats, figures and the importance of doing research into searching 
for where there will be economic growth in the future. Students were often times looking around, 
either at their phones or around the vast lecture hall. As the speaker transitioned into the 
importance of cross cultural skills, she described how, “going global, at its heart, is a mindset”. 
And, how to prepare for a global workforce is mostly about developing soft-skills such: as 
confidence, independence, creativity, adaptability, flexibility and recognizing cross-cultural do’s 
and don’ts.  
When the speaker began to share her international business experience, students appeared 
to gain more focus on the message as she shared her personal story of taking an international 
assignment in Hong Kong. She spoke of understanding that she not only landed in another 
country, but another culture. She spoke of feeling confused and not understanding what was 
happening in social situations and ultimately failing at her business assignment. She then equated 
her feelings of disorientation to 2 mistakes students make when studying abroad: not owning the 
experience and not knowing how to leverage it.  
She explained that not owning the experience meant not fully immersing oneself while 
abroad and not reflecting on how culture is expressed in feelings, judgments, and mental 
constructs that are typically subtle in nature. And, not knowing how to leverage it meant not 
being able to articulate the experience. She then provided a vison of how a study abroad 
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experience should be articulated as, “What you did and what you learned”. This statement was 
reinforced with a message that articulating the study abroad experience is being able to tell a 
good story about what you did that identifies skills you learned in the process. At this point in the 
lecture, the speaker had appeared to fully capture the students’ attention.   
When the lecture ended, the students moved from the large hall to the building next door, 
where they met for the first time in spring. However, I noticed a significant difference than the 
first pre-departure session five months earlier. Unlike the first pre-departure session, the first 
workshop upon re-entry did not have the trappings of a typical first class. Students were 
energetic and boisterous. Even though none of the returnees had participated in the same 
program abroad, nor met with one another while abroad (to my knowledge), “vacationesque” 
conversations appeared to be as natural as group who had traveled together and were meeting up 
to talk about it after some time apart. Faces illuminated from touchscreens were often laughing 
when a classmate was sharing a photo from their study abroad. As the time for the session to 
begin arrived, this type of banter continued to the point where the instructor needed to intervene 
in order to begin class.  
As the first re-entry class workshop began, students reorganized the neatly rowed desks 
in the classroom into a circle so everyone could see one another. The energy in the class become 
more quiet as they participated in an icebreaker activity. The icebreaker activity was 
reintroducing themselves to the class by stating where they studied, what was their personal 
learning goal and described the main takeaway from their programs. Responses to learning about 
their main takeaways ranged from: “I love to travel”, to “I gained insight into the aerospace 
industry in Toulouse and that American can be very closed-minded” and even “I experienced a 
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different kind of empathy, and what it means to be an American”. For the most part, the students 
did not articulate a connection between their main takeaways and their personal learning goals.  
However, the last student to reintroduce herself described that how her personal leaning 
goal was to understand the role food plays in Costa Rican Culture. She then described that 
stemming from interviewing her host mom about why she prepares certain dishes, she began to 
recognize her independence in being able to do things herself by asking people what they 
thought about their food. This final description appeared to be a fortunate happenstance as the 
instructor explained that the ‘interviewing story’ was a great example, much like the message in 
the Going Global lecture, that can help articulate what you learned by describing what you’ve 
done.  
The instructor then used the student’s example of recognizing independence in a 
particular activity as a natural segue to explain what they should expect during this re-entry 
phase. It was at this point, and still sitting in circle of desks, that the goals for the reentry phase 
workshops were explained. The explanation given was that the workshops were designed to help 
them develop an 8-12 page reflexive essays through the lens of their personal learning goals that 
demonstrates: how one’s experiences have augmented their own knowledge, skills, attitudes and 
strategies that can be applied to what comes next in their personal, professional or academic life.  
Following the re-introductions, each student was given a personal document. That 
document was an individualized printed copy of all the writing assignments (in chronological 
order) that was submitted to the course management system (CMS) from pre-departure and in-
country phases. In other words, each student received a copy of all their own writing they 
produced in response to all the prompts from the course. This included their first pre-departure 
prompt outing and explaining their goals for studying abroad to their last in-country assignment 
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that asked them to consider way they might see things differently. However, before the instructor 
passed out the document to each individual, all the documents were presented as one tall stack of 
papers. The instructor explained that the 170 plus pages here represents all the work you 
produced collectively was very impressive.  
When I watched the students receive their own personal copies, I noticed that most of 
them appeared to be surprised at the sheer volume of work they produced. Each individual 
document was well beyond the range of 8-12 pages required for the final essay. It was at this 
point that the instructor explained that they’ve written their stories and now they need to coalesce 
their work into an essay that describes, with skills based language, how you learned from your 
experience and what you gained.    
As this first workshop continued, students examined and discussed a handout outlining 
the top 10 skills employers are seeking according to the 2014 National Association of Colleges 
and Employer’s (NACE) Job Outlook Survey. Skills that were described in the handout included: 
communication, collaboration, problem solving, organizational skills, analytical skills and 
interpersonal skills among others. The instructor then described that similar to the lecturer’s story 
of her first international assignment, many of your personal stories can serve as illustrative 
examples of gaining particular skills and possible outcomes as a direct result of studying abroad.  
Students then formed small groups of 3-4 and discussed what they learned from their 
study abroad in relation to the listed skills in the NACE survey. While students were discussing 
what the skills might mean in relation to studying abroad, they were also informed that they were 
doing this so that they could produce an elevator pitch to share with the class before leaving for 
the evening. This was explained to the students as, what would you say when asked about study 
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abroad if you ran into the president of your dream job and was asked: “I heard you studied 
abroad. How was it?” 
In their groups, the students began talking about their experiences in relation to the skills 
listed on the handout, such as problem solving and communication in a foreign language. There 
was laughter as one student described a cultural faux pas of not looking someone in the eye 
while presenting a toast in Rome. For the most part, students appeared relaxed with classmates, 
and the dialogue of sharing stories appeared to come natural. However, it appeared to me that 
most of the students had difficulty connecting their personal stories to the top 10 list of skills 
outlined in the survey.  
From my observations, this became evident because when several students shared their 
elevator pitches with the whole class, they failed to connect a concrete example of something 
they did as a means to describe the skill they claimed to augment. For example, the following 
statement was drafted and shared with the class in the first re-entry session:  
I studied abroad in Perugia, Italy in order to finish fulfilling one of my teaching 
endorsements and become more culturally aware in doing so. My time abroad opened my 
eyes to the importance of recognizing and understanding other languages, cultures and ways 
of life because it opens doors to new opportunities, whether they be social, academic or 
career centered. I have become able to solve difficult situations in a timely manner and also 
learned how to think outside of the box and take risks. I have become more aware of the 
different cultures and how to address them in the classroom as a teacher in addition to 
tailoring my teaching in order to reach every student despite their background and reach 
more meaningful learning.  
 
After this student shared the pitch above, the instructor informed this student that it was a 
great statement for a general shift in attitude and likened the statement above to a statement 
better suited for a cover letter in a job application. However, the instructor explained the reason 
for this interpretation was that: although the statement addressed problem solving and 
recognizing language and culture, the statement lacked a specific and personal experience that 
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illustrated problem solving. Although this activity concluded the first session, the class was 
informed to keep thinking about the skills listed in the handout and fine tune your elevator pitch 
for session two.  
The second workshop session took place on a rainy September afternoon.  As students 
filtered into the same classroom through the two entryways and quietly sat down in the neatly 
rowed desks. Fourteen of the eighteen students were in attendance and the weather seemed to 
have made them a little less energetic as session one. The instructor appeared to notice this and 
asked the students to form small groups and present their revised elevator pitched to one another 
and provide feedback in the groups, rather than individually presenting to the entire class. 
Working through the revision in small groups helped raise the volume of the students’ voices in 
the room, which appeared to raise the overall energy of those in attendance while they shared 
specific experiences in relation to the skills listed in the NACE Job Outlook Survey.  
Although several students presented their pitch to class in the first re-entry session, there 
were only two students who drafted, presented and shared their first attempt and their revised 
versions in session two. The following two examples are from those two students. And, I share 
the examples below in order to demonstrate how the instructor’s coaching process in the first 
session seemed to helped the following two examples move from general statements towards 
specific experiences that were claimed to improve analytical and critical thinking skills.  
Example 1: Analytical Skills 
 
Attempt 1:  
 
I was able to see first-hand how economic development transforms the most remote 
landscapes, and analyzed different approaches to resolving land use conflicts, whether it 
involved tourism, mineral extraction, traditional ways of life, electricity generation, scientific 






Attempt 2:  
 
I developed analytical skills by addressing how large-scale resource extraction affects the 
environment, the economy, geopolitics and local communities, while also experiencing first-
hand some of the ways that development can transform the physical and social landscapes. I 
walked in mines, went inside hydropower plants, spoke with a few of Sweden’s indigenous 
people and observed the impact of climate change on Artic glaciers.  
 
Example 2: Critical Thinking 
 
      Attempt 1:  
I spent a few weeks in Sweden and I was impressed by the approach they are taking to solve 
their nuclear waste problem. They allowed for scientists and engineers to figure out the best 
plan to solve the issue, rather than politicians to do it. I’d like to be able to work in an 
environment where decisions are based on science and research rather than on the interest of 
politics.  
 
Attempt 2:  
 
My experience abroad gave me perspectives on the treatment and management of nuclear 
waste. While in Sweden, I was able to see first-hand how the Swedes are using science rather 
than politics to be pioneers in the development of a deep geological repository for nuclear 
waste. I plan on using the critical thinking skills I picked up abroad to help solve similar 
issues that we face in the American nuclear industry.  
 What these two examples demonstrated to me was that the subtle changes such as, 
walking in mines or mentioning a geological repository project, did well to couple their personal 
experiences with their claims. In other words, and similar to the lecture’s message about “owning 
the experience”, the examples above utilized constructs that are typically subtle in nature to 
describe how their analytical and critical thinking skills were augmented in a direct correlation to 
their international experiences. And as the two students finished presenting their revised elevator 
pitches at the beginning of the final session, the instructor explained how reflecting on the study 
abroad experience can shed new light on ways to move it forward. This was described as 
considering, “What comes next?”  
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This rhetorical question was explained to the students that just because the experience has 
concluded, “it doesn’t need to be put on a shelf”. The instructor described this point by 
explaining that so often students treat the experience as if they have completed a checklist from 
college and now they put their pictures on a shelf and, “reflecting on the experience can help you 
continue learning from their experiences, and help you discover opportunities to move your 
experience forward”. Following the message of “not letting the experience end up on a shelf, and 
moving the experience forward”, the instructor presented lists of ways to consider current 
opportunities now that they were all back on campus as academic, civic and social reintegration.  
The instructor then introduced the concept of academic reintegration as finding new ways 
to actively integrate new knowledge, interest and skills into the university experience. The 
students were given a list of academic reintegration strategies that included ways to consider 
academic reintegration such as: identifying professors who you can work with regarding their 
areas of interest, considering how an independent study can be incorporated into the university 
curriculum through campus presentations or other campus work, or publishing stories or articles 
about your study abroad experience in campus media sources.  
As the instructor transitioned from presenting ways to view move the experience forward 
through academic re-integration and towards civic and social re-integration, students remained in 
their previous groups and were given another list of re-integration strategies. This list included 
strategies for civic engagement and social action with suggestions such as: link your experience 
in the host country to political and social action in the place where you study or live, volunteer or 
work for NGO’s or national movements, or publish stories or articles about your study abroad 
experience (among others). The students were then asked to complete a worksheet titled: Seeing 
the U.S and the World in a New Light. (Maximizing Study Abroad, 2004)  
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For this exercise, students were instructed to use the worksheet to generate ideas about: 
how their views of the world have changed? How their views of their own countries have 
changed? The worksheet prompted students to consider the following questions before listing 
ideas: 
(1) What new experiences did you have that shocked or surprised you about the world? 
(2) How do you feel about those experiences after returning to the U.S.? 
(3) Are there certain stereotypes that you have let go of? kept? modified? 
Although the students completed this exercise in their small groups, they did so quietly 
and quickly (in about 5 minutes). When all the students completed the worksheet, the instructor 
asked students to share some of their ideas with the whole class. It was from this exercise that I 
noticed students began to articulate thinking points that touched upon their own notions of 
limited knowledge, recognizing value differences and feeling frustrations upon return. For 
example, when students were asked about how their views on the world have changed, responses 
included:  
1. I realize I know less than I think 
2. I know cultural norms that I never knew existed 
3. American stereotypes are harsh  
4. Different values systems aren’t necessarily better or worse than our own, just 
alternatives. 
5. I realized that there is racism/xenophobia in many other countries-not just the 
U.S. 
6. How fundamentally similar most people around the world are 
 
However, when students were asked some about how their views of their own country 
and culture have changed, the responses appeared more critical and frustrated. Responses 
included: 
1. Americans are often careless tourists but great consumers 
2. China has its advantages but we still have to learn 
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3. More critical/confused about whether our reliance on technology is a good or bad 
thing 
4. We (China) need to open up more, learn what the developed countries are doing 
instead of censorship 
5. I’ve learned to value American openness and positivity, while simultaneously 
becoming frustrated with American cultural arrogance and American 
individualistic, capitalistic, materialistic culture 
6. We (U.S.) are not the smartest people, but we are the wealthiest, and the least 
resourceful all at the same time 
 
I found these responses interesting, not because of their brevity or it was something I 
wouldn’t expect. Rather, I found it interesting because the students were able to complete the 
exercise so quickly, as if they had done this before. Although I do not have any evidence that 
there was any correlation, I couldn’t help but consider this observation as if they had already 
been thinking about these issues and their own dispositions. It was at this point that the final re-
entry session had almost concluded. But before students departed, the instructor re-emphasized 
that the final essay project was “your story” and informed students that detailed instructions were 
available on the course CMS. She then explained that there are no wrong or right answers, and it 
is your own experience that you are synthesizing and evaluating.  
At this point, I conclude this lengthy vignette of the re-entry workshops. However, what 
this Owning the Experience vignette attempted to do was to demonstrate a connection between 
the passages of transformations, growth and skills provided at the beginning of this chapter to the 
re-entry discussions and activities used to guide students towards their final signature 
assignment. In the following section, an example of a complete essay is provided in order to 
provide one student’s complete articulation with all its contextual nuances. It is an essay written 
by an international engineering student from China who studied abroad in Japan. Moreover, it is 
an essay that charts a narrative path that can be seen as a process of making connections, 
especially among concepts and experiences that can be applied to situations.  
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However, before I transition into the complete essay, it would be helpful to reiterate that 
my lens of research and analytical angle draws heavily upon the Association of American 
Colleges and Universities (AAC&U) body of work surrounding global learning. AAC&U 
emphasizes that Global learning cannot be taught in a single course or a single experience, rather 
global learning is a cumulative process that cuts across an entire college career through curricular 
and co-curricular programs. Generally speaking, this emphasis is one of integrative learning. It 
can be seen as a process of making connections, especially among concepts and experiences that 
can be applied to situations. And, the reason I reiterate this analytical angle is that the 
instructions given to students for crafting their signature essay asked students to make 
connections among concepts and personal experiences. In light of this, specific details outlining 
how students were to craft this essay were ambiguously presented in order to allow for students 
to personally choose how they would articulate the truths and merits of the effect of their study 
abroad experience.  
For example, within the course CMS, the general overview explained the essay as 
follows: The final project uses tenets of autoethnography in order to help demonstrate the ways 
in which your study abroad experience has contributed to global learning. This final project is a 
cumulative project that draws on all the phases of the course, from pre-departure to re-entry. 
Autoethnography is an approach to research and writing that seeks to describe and systematically 
analyze personal experience in order to understand cultural experience. A researcher uses tenets 
of autobiography and ethnography to do and write autoethnography. Thus, as a method, 
autoethnography is both process and product. When researchers do autoethnography, they 
retrospectively and selectively write about experiences that stem from, or are made possible by 
being part of a culture and/or by possessing a particular cultural identity. However, in addition to 
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telling about experiences, autoethnographers should analyze these experiences. This can be 
thought of as a CUE: a thing said or done that serves as a signal to an actor to begin their speech 
or performance. In the development of the final project, our intellectual community will be cued 
to:  
• Connect individual experiences with individual global learning goals,  
• Understand culturally rooted reasons for our comfort with others of similarity, 
discomfort with others of difference, and aversion with others of opposition, and  
• Evaluate how your study abroad experience has expanded your understanding of 
global learning and global competencies…and then plan how you may apply this 
as knowledge gained from your experiences.  
 
With this in mind, the following complete essay22 is shared for three purposes: 1) 
presenting a student’s own complete analysis, 2) providing the reader with a general correlation 
between the cue of the exercise and, 3) highlighting the ways in which I have come to interpret 
the essay as an example of articulated holistic global learning. It is also important to note that I 
have added “A More Discerning Person” to the section’s title not because the student titled the 
essay this way. I did so because this was an explicit message in relation to the interventions of 
the pilot course.  
Finally, it would be helpful to explain how the analysis of the following essay is 
structured. I have partitioned the student’s essay in a way that is meant to highlight why I 
interpret it as articulated holistic global learning insofar as how the essay generally: 1) explained 
a progression of awareness, 2) identified and illustrated influential perspectives, and 3) 
communicated what was gained and its significance. In other words, I have labeled passages 
from the essay (in the original order) to ways I view the essay as having: 
 
22 Although I only share one complete essay in this report, I have provided 6 additional complete essays in 
Appendix C. Please feel free to view additional essays for comparisons.   
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1. Charted a narrative as a reflexive path that explained a progression of awareness 
2. Highlighted and accentuated the personal learning goal via relevant illustrative 
examples that that reinforced a progression of awareness by identifying influences 
of one’s cultural and academic background  
3. Demonstrated a basic systemic understanding of the interrelationships among the 
self and geographical context of the host country, study abroad program and 
connected this to global contexts. 
4. Identified and illustrated influences of one’s own cultural and academic 
background along with its limitations as having an effect on their views of 
culture/practices that recognized perspectives on ethical and power relations. 
5. Presented a vision of applying skills and/or dispositions gained through the 
illustrated experiences that communicated the significance of the study abroad 
experience.  
Finally, I present the complete essay in this manner because reading the following essay 
informed me of descriptive points I observed through the following essay among others. In other 
words, the descriptive points outlined above and inserted into the essay demonstrate a connection 
between process (reflection) and product (the message in and the essay itself).   
 
Complete Essay Example: A More Discerning Person 
 
Study Abroad Course Final Project (student’s title) 
 
1. Charted a narrative as a reflexive path that explained a progression of 
awareness: 
 
When I start to write this final paper, I can’t believe how fast time is flying by and 
I’m already several weeks into my new semester. Looking back on the study abroad 
experience though, I think I’ve never understood the word “vivid” so perfectly. I can 
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still remember every street near Nagoya University that I’ve ridden my bike on, all 
the roads and shopping malls in the center of that old but beautiful city. I can still 
recall the smiley faces of all my friends in the program, people who don’t know each 
other at all before the program, but became close mates after only 38 days. I can still 
remember the school cafeteria and all the teishoku (Japanese food) I had, it was so 
healthy that despite the fact that I ate a whole lot, I still lost over 13 lbs in a little over 
a month’s time. And most importantly, I can’t forget all the cars that I loved so much, 
the engine revving sound on the street, as well as the plants and R&D centers that we 
visited. Though short, this trip taught me a lot about friendship, learning with an open 
mind, how important exploring new culture is, and much more. Maybe it is exactly 
because the program was so short, that it forced me to constantly think about what I 
learned and what I missed. It made me think about all those scenarios over and over 
again, making me cherish this experience even more. This paper will never been in 
any way mark the end of my studying abroad. Instead, this would only be a summary, 
guiding me to learn more and more effectively in the future… 
  
2. Highlighted and accentuated the personal learning goal via relevant illustrative 
examples that reinforced a progression of awareness by identifying influences of 
one’s cultural and academic background: 
 
…The personal project I chose from the beginning was to study why Japanese people 
are so good at alternative energy vehicles, or even more fundamentally, why would 
they even bother to put huge investments into the business in the first place. I also had 
the goal of observing Japanese culture as a Chinese student, as I’ve heard too much 
rumors and ideas on this country that has a convoluted history with my own country. 
After the 38 days, I think I found the answer to those two main goals that I had in 
mind, as well as adding in my own thoughts and observations that I didn’t even 
thought about before going there. So in this final paper, I would go chronologically 
and rewind my experience, explaining how these events impacted and changed me 
over time.  
 
 
When I first arrived in Japan, the way I looked at it was still the typical Chinese 
stereotype way of observing this country. I’ve certainly heard many things about this 
neighboring country of ours, but most of them are from a traditional point of view and 
focusing on the history side of things. My grandpa fought the sino-Japanese war so he 
kept telling me how cruel the Japanese army was.It probably is true, but I would also 
certainly like to know more the modern Japanese society. The moment I set foot on 
the country, I immediately felt the difference. The airport was large, clean and quiet; 
the volunteers were friendly and trying to understand my English even though they 
were not excellent English speakers. This modest and friendly impression continued 
all the way from the first day through the last day. I was even given a one-day subway 
pass for free from a random old man just because he saw me there struggling to read 
the map instructions. The second impression I had on the country after a several days 
of time, is that everyone is so environmental-friendly oriented. It’s not that hard to 
notice as we were taught on day 1 to use plastic bags of different colors to contain 
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different refuse. I’ve never tried this in either China and the States, and after a period 
of time I actually got used to it and started to understand why there was no trash at all 
whatsoever on Japanese streets. People do all sorts of things there to protect their 
environment as best as possible, because they know unlike other countries, their 
natural resources are limited and they need to have the right mindset to deal with that 
problem. 
 
As I stayed longer at Nagoya, I also started to think about the question I had before I 
come to the country, that is how and why Japanese car makers are so good at 
manufacturing alternative energy vehicles. I gradually found my answer through 
lectures held by professors and automotive engineers. Even though their English 
might not be their strongest suit, the industry leading ideas that were given to us were 
definitely refreshing. People living in big countries like US and China would never 
have the feeling of living in a small country. Because of limited space, everything in 
Japan feels so tight. Houses are located delicately and tightly in the neighborhood, 
furnitures are arranged neatly in our dorm and apartment to save as much space as 
possible, and most noticeably, the winding roads are much narrower than what I’m 
used to in either China or the States. Of course this design is to save road space, and 
amazingly Japanese car makers made changes on their models to accommodate the 
road design too. They invented a new breed of cars that is unique to the Japanese 
market, that is the “K-Car”, or what we call “mini cars” elsewhere in the world. 
Smaller cars could save road space and improve traffic flow. In the same spirit, car 
makers in Japan develops cutting-edge new energy powertrains to minimize the use 
of fuel and increase efficiency. It has almost become a major part of the automotive 
culture now in the country, just like many in America would consider V8 and muscle 
cars the symbol of purest and most traditional American automobiles. This mission 
(to protect the environment to the best of their ability) has become the backbone of 
Japanese automotive engineers. They would be really proud of developing an 
efficient powertrain, rather than a pure high performance one. I also got the chance to 
visit R&D center and manufacturing plant of Toyota, Mitsubishi and Yokohama tires. 
The same things goes on in there too: engineers think about the simplest and the most 
cost effective way to do things, minimizing the waste occurred in the manufacturing 
process. They wouldn’t mind investing a big amount of money on a new technology, 
as long as this piece of tech would help them reach some goal that is even greater. As 
a car enthusiast myself, I was deeply impressed and moved by the way these 
engineers and company do things. I think this is partly because the “sense of crisis” 
that I mentioned earlier, that they have this intense sense of mission to save more 
resources for this small country. And of course this is also because of their pure love 
for automobiles, just like you and me, except that they choose this as their lifetime 
career, and they’re super good about it. Many young engineers in China now would 
switch jobs time and time again just to get a higher salary. It probably is the logical 




3. Demonstrated a basic systemic understanding of the interrelationships among 
the self and geographical context of the host country, study abroad program and 
connected this to global contexts. 
 
…Apart from experiencing the automotive culture, I also paid close attention to other 
Japanese, and even world cultures. We have 33 people joining this year’s Nagoya 
intensive program, and there were also nine Japanese students. This “configuration” 
strike a nice balance between various cultures. I met friends who have similar culture 
as I do (those who are from Hong Kong, Taiwan, Korea, Thailand and Japan), and I 
also got to meet westerners that are strangers to Asian culture (those who come from 
America, Canada, Germany, Britain and Norway). This is the best that I ask for since 
I got to learn different culture in different countries, and it’s interesting to see how 
people would act differently when we are at this same place. We also talked a lot 
about each other’s country, and got to know a whole lot about things that we couldn’t 
possibly know if we’re not tied together like this. An easy example is I made very 
good friends with my German friends (I even loved their accents!) and I decided to 
visit there some time before I graduate from undergrad study. This wouldn’t be 
something I would think of previously, or at least my will wouldn’t be that strong and 
certain. Studying abroad really provided me a great chance to appreciate other 
cultures, at the same time understood what others think of my own culture… 
 
4. Identified and illustrated influences of one’s own cultural and academic 
background along with its limitations as having an effect on their views of 
culture/practices that recognized perspectives on ethical and power relations.  
 
…This leads to the second part and third part of this final project in the “CUE” 
breakdown of the essay, that is understanding how other countries interpret US values 
and how we see cultures of others, as well as evaluating myself in a global context. 
For me it is a more interesting case as I was born and raised in Shanghai, China, but 
has spent two academic years now in the campus of Illinois. For me, understanding 
Japanese culture is a bit different from others. We as Chinese have been given this 
cultural stereotype from middle school that since the Japanese had a war on us, they 
are bad people. We can’t really do much about what the government want the school 
to teach us, but we can do our best to experience the local culture by ourselves 
through an unbiased and objective judgment. For me, I found the culture in Japan 
fascinating. As I said before, I think there are so many areas that the Japanese excel 
over Chinese modern culture, and I really can’t think of a reason why Chinese 
government would still be that arrogant and not willing to study from Japan.  
 
For sure history is an important issue, and I would never forgive what the Japanese 
army did to Chinese civilians (by the way, I also disagree strongly with the Japanese 
government passing the military bill recently). But I figured after all they are the act 
of government and army generals, not entirely the idea of regular Japanese citizens. I 
remembered the first day I was at Nagoya University, I could see the huge posters 
lining along the side of the street, objecting the military bill that was discussed in the 
senate at that time. Talking with teachers and local students, they didn’t think this is a 
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sensitive issue to talk about at all. Instead they would love to share their 
understanding of peace and love with me. So I think that’s something China has 
misinterpret about Japan and that needs to change. We should open up our mind and 
do more comparison with our neighbors in a lot of aspects. For example, drivers in 
Japan are all very polite and nice, the traffic systems are designed very logically to 
prevent traffic jams, and the whole society is just so polite and modest when treating 
each other. I would never forget the scene where I was in the subway rush hours, but 
see everyone still lines up one by one to create a neat and tidy environment. If it were 
in China, drivers would horn on the street because they’re so impatient to whatever 
traffic; and subway riders would push against each other because everyone wants to 
be the first to get on that escalator. When I think about certain issues in the American 
culture, though I can’t represent the purest part of it, I can still think of cases that we 
interpret the Japanese culture in a certain way. My American friends in this program 
come from three different universities in US, and we all at some point talked about 
the cultural difference that we felt. I guess in an American’s view, Japan is a quiet 
country all along. But they were really surprised how much Japanese love to drink 
actually. Even though I do not drink, I can really feel the surprise that they had. 
They’re also surprised about the rich history Japan has, those historic relics dated 
from hundreds and thousands of years ago really opened up our mind. I think I’m 
more familiar with it as China and Japan shared a lot of same culture and language, so 
I’ve seen relics as old as those I saw in Japan too. 
 
In terms of how Japanese people interpret Chinese and American, I don’t feel as 
shocked as when I feel the culture difference on my side. Since the two countries are 
so close, I think there really isn’t much of a stereotype or misinterpretation on 
Chinese society or culture. They know a lot about our cuisine and living style, which 
are at the core of any distinct culture. They would also love to communicate with 
Chinese, as long as you speak Japanese well since they are all so shy to talk in 
English. This is not a bad thing, but from what I observe, we really need to have a 
good Japanese to understand their meaning. It’s interesting that they don’t really 
know a whole lot about my hometown Shanghai though, which is interesting given 
how many Shanghainese are in Japan. But maybe this is also another 
misunderstanding on my side. In terms of interpreting American culture, Japanese 
friends seem to think Americans are very rich, and American society are very highly 
developed and things are wonderful and such. As a student from a third country in 
this case, I can only say the style of America and Japan is different, while both are 
highly developed. US seems to be more free, big and wild; whereas Japan is much 
more delicate, finesse and holding-back. I enjoy both styles, and I think I would be 
very happy in both environments… 
   
5. Presented a vision of applying skills and/or dispositions gained through the 
illustrated experiences that communicated the significance of the study abroad 
experience.  
  
…Lastly, in terms of personal development, I’m very happy that this study abroad 
trip is worth every penny. I think I’ve achieved my personal learning goal that I set 
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before I begin this trip, and gain something I’ve never expected before I go there, for 
example my friendship from all over the world and my brand new understanding of 
Japanese culture. More specifically on my academic/professional development, I also 
made an unforeseen transit from being purely interested in internal combustion 
engines, to developing a second interest in hybrid and electric powertrains. I was 
really moved by the advanced mindset that Japanese engineers have, and I too want to 
share the similar value and make contributions to making our planet greener. I’ve 
taken steps to learn more about power electronics, and I’m picking up an ECE minor 
this semester so that I can better understand those materials in an academic context. 
I’ve also reached out to several professors on campus, and is scheduling meeting with 
one of them to discuss potential undergraduate research opportunities with him so that 
I can get more hands on experience with motors and control systems. I wouldn’t 
imagine myself doing this a summer ago, but now I really appreciate those changes 
this program has brought me. In terms of other non-technical aspect, I think the study 
abroad trip really gave me a global insight so that I can talk with people with different 
background with no problem. Even when talking to people within the same culture 
environment, I would learn to accept and understand things that are unique to 
someone instead of feeling shocked. My communication skills and teamwork ability 
is also improved, which is very important if I want to continue to be an engineer. 
 
To conclude, I think this is an overall great experience to have to study abroad, and 
it’s also a nice brainstorm process for me to take this class. If it weren’t for this class, 
I wouldn’t really think that much about what I learned and perceived throughout the 
five weeks, and I wouldn’t possibly gain so much as I do now. This class also taught 
me a method that can be used in future independent studies. I can think of those 
questions that are mentioned here when I go to a new country or environment on my 
own, which could make me a more discerning person.(emphasis added) It’s really 
been a pleasure working with everyone in this class and in the whole study abroad 
process. If I have the chance and time I would definitely try this again in the near 
future. 
 
In conclusion, I’ve presented this final essay with my own analysis highlighting the 
articulated holistic global learning insofar as the ways in which I found the essay: 1) explained a 
progression of awareness, 2) identified and illustrated influential perspectives, and 3) 
communicated what was gained and its significance. Moreover, just as the goal of the previous 2 
chapters was to rely as much as possible on the participants’ views of the situation being studied, 
the larger purpose of this study was to provide practical insights from narrative descriptions of its 
case. The goal for this chapter (as a conclusion to the case report) was to encapsulate narrative 
details of the ways in which students evaluated and attributed their experiences abroad towards 
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enriched awareness and discernment of transformations leading to growth. Therefore, the 
following chapter expands draws upon the narrative details described in this chapter and expands 
upon passages, such as this student’s complete essay in order to provide my own insight and 
discussion of what I found important and potentially practical.   
  
 150 
Chapter 7: Findings & Discussions  
 
The aim of this study was intended to contribute knowledge to the field of education 
abroad within the concept of naturalistic generalizations.23 Although the previous 2 chapters 
included my own brief analysis and interpretations of selected student writings, I attempted to 
keep my analyses brief in order to not only provide a conceptual structure, but also to 
acknowledge relevance to the etic issues surrounding the proposition of this study (as discussed 
in chapters 1-3) in relation to the emic issues as seen through students’ accounts of their 
experiences. In this chapter, I provide direct analysis of my own viewpoint of the case study in 
so far as what I believe I have learned from the case in order to present insights I have come to 
consider (presented in Chapter 8).  
Here, it would be helpful to reiterate that the conceptual structure of the previous chapters 
(6 & 7) was based on my observations, analysis and interpretations surrounding the following 
emic issues (outlined in Chapter 4, p. 91): 
  
1. How students articulated their reflections on the ways in which their study abroad 
experiences have come to augment the acquisition of new knowledge, skills, 
attitudes, and awareness important to communication and relationships.   
 
2. How students articulated what they recognize as having affected the development of 
more complex epistemological processes, identities, and interpersonal relations.  
 
3. What, if, or how students communicated knowledge as global/intercultural 
competencies gained from their study abroad experiences  
 
 
I reiterate the emic issues above so that readers can gauge how I have come to understand 
the particular details and stories I have presented within the case (that are further elaborated upon 
 
23 “The goal of naturalistic generalization is not for researchers to prescribe conclusions. Rather, readers 
can gauge how and in what ways the particular details and stories presented in case studies may be 
applicable to their own situations” (Melrose 2010, p. 6). 
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in chapter) as what I believe I have learned from the case. Particularly, what I have learned from 
the case that has led to an assertation that: considering the experience of study abroad as a 
critical global pedagogy is to think about the experience as an ongoing project instead of a fixed 
set of references or prescriptive set of practices. It is concerned with not only teaching students 
how to think beyond platitudes and stereotypes, but also how to seek diverse perspectives that 
highlight the performative nature of agency as an act of participating in shaping the world in 
which we live. Finally, it is about experiencing something radically different from one’s own 
growing up places and vigorously interrogating received traditions that can help one redefine 
one’s relationship to one’s space through the cognizance of how identities and lives are 
performed in relation to others. 
What I Believe I Learned from the Case 
 
I have found through this study that I certainly agree with Braskamp et al. that, “student 
engagement in education abroad experiences enhances global learning and development” 
(Braskamp, Braskamp, & Merrill, 2009, p. 111). I also found that I have a greater understanding 
of Engle and Engle’s (2009) argument that that a weakness in study abroad outcomes research is 
to account for program characteristics because much of the qualitative research based on 
student’s post sojourn may not capture the dynamics of the experience itself. And, how the 
experience of studying abroad may effect students’ engagement with host cultures. Moreover, it 
was from Stebleton, Soria and Cherney’s (2013) claim that, “little is known about whether 
specific types of study abroad activities elicit differences in global competencies and 
intercultural proficiencies among students” (p. 6) that the focus of this study took aim at 
considering the lens of guided reflections to examine their claim that guided reflections could 
deepen students’ learning.  
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Based on what I have observed from the students’ narratives over 3 phases in this case, 
the first and foremost lesson that I have learned is that the student narratives presented in the 
case demonstrated that they could definitely dig deeper. They could also make detailed and 
concrete connections between specific experiences abroad and their discernments of an expanded 
worldview. I also have come to believe that the holistic framework and interventional approach 
of the pilot course, as a means to facilitate guided reflections, was in fact helpful for the students 
to articulate the value they gained from their international experience insofar as: students often 
articulated their reflections on the ways in which their experiences abroad have come to augment 
new knowledge, skills, attitudes and awareness important to communication and relationships.  I 
base this statement on the narrative descriptions provided in chapter 5, from which several are 
also reiterated within this chapter as illustrative examples. However, I also believe that having a 
control group in the form of students completing the essay without the structure and 
interventions of the course in the first two phases could have produced evidence to rebut such a 
claim.  
Nonetheless, the narratives provided in the case still point to a complicated contradiction 
found in any educational endeavor that aims to foster global learning through reflection in order 
to provide “meaning”. What I mean by this is that each one of us has our own “growing up 
places” that influence the way we see the world and its meaning within. Of course, these places 
can vary widely and greatly influence the ways one draws knowledge from experiences. Even 
within experiences, an individual’s personal values24 can influence the desire to make meaning 
of something that can simultaneously influence the dispositions, effort and expenses required to 
approach the usefulness or importance of an experience in the first place. The point that I am 
 
24 Values are both: 1) the regard that something is held to deserve; the importance, worth, or usefulness of 
something, and 2) judgment of what is important in life.   
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trying to make here is that past and present experiences shape and frame the way we view 
learning in general as much as how we “value” it. It shifts starting points for the individuals and 
the contradiction can be seen when it comes to metrics of modes and outcomes applied to 
abstract concepts such as global leaning and intercultural competencies because of its deeply 
personal nature. This is an important staging point because global learning and intercultural 
competencies and their usefulness cannot be easily measured by standardized tests or surveys, 
but they are just as socially important as virtues of empathy, patience and even responsibility. All 
of which, students in the pilot course have grappled with in their expressions of self-awareness.    
This also leads me to believe that having a control group may neither have supported nor 
rebutted my claim that the pilot course was in fact “helpful” because coming to grips with self-
awareness is relational, rather than normative. I mean this in a sense that each student had their 
own starting points and the geographical contexts of their programs did not lend themselves to 
any one single environment. Students involved in this case studied abroad in 18 different 
programs conducted in 11 different countries. Narratives from the case presented a wide range of 
differences they encountered. This creates a disconnect from a normative assessment of global 
learning because the starting points and experiences along the way were very personal and 
contextual.  
Take the following quote for example, “I enjoyed reading other people’s posts and it 
helped me realize how different everyone’s study abroad experience was depending on where 
they decided to go.” (Chapter 5, p. 115) This student acknowledged the role of geographical 
contexts in how different a study abroad experience can be. Even more, the following student 
explicitly expressed this disconnection with the aim to foster global learning through reflection 
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in order to provide meaning in a way that expressed the context of experiences and personal 
nature of global learning.   
“I don’t think anyone that travels abroad can express their feelings and thoughts in a way 
that others would find meaningful. I think that this experience will only be fully 
understood and appreciated to its full extent by myself (emphasis added). I view global 
learning through my study abroad experience from the people that influenced and 
experienced my travels alongside me. Without the people that I have encountered 
throughout my trip, examples including tour guides, friends, natives, my professor, as 
well as others, my experience would have been different.” (Chapter 6, p. 122).  
 
Moreover, the contextual nuances students provided in relation to the “Single Story” 
analogy (Chapter, 5) also reinforced this idea of the personal nature of coming to grips with self-
awareness as relational to one’s self and one’s experiences. For example, when Adiche explained 
the concept of the Single Story, she explained that: “…we must seek diverse perspectives -and in 
turn, we must tell our own stories. And that by telling the stories only we can tell, about our 
experiences, hopes and fears, helps break down the power of clichés and stereotypes.” 
Interestingly, the students who used this concept to illustrate their own personal stories, not only 
acknowledged this, but also attributed the recognition of limitations, confusions, and ambiguities 
to becoming informed, open-minded and attentive to diversity across a spectrum of difference. 
Take for example the following 2 narratives from students who studied abroad in Sweden and 




My thematic focus within my Global Studies major is Environment, Society, and Social 
Responsibility, and it is toward this area that my credit hours this summer are being 
devoted. And although the term “social responsibility” was never really used in this 
course, it seemed to be an underlying theme. Although, what social responsibility really 
means in the areas I’ve studied remains ambiguous. Mostly, I’ve gained a greater 
appreciation of the complexities behind issues that are often construed as black-and-
white, or sometimes even ignored altogether. 
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The theme of conservation/preservation versus exploitation was significant in this course, 
and often a source of paradox. For example, many Sami people have lost their traditional 
herding land to industry. Yet, they’ve decided to make the most of the opportunities that 
new activities offer, and have even historically left herding to work in mines. 
Interestingly, we had our own experience with this in the fieldwork component of the 
course: On Thursday, we met and heard from two young Sami women in a museum at 
Laponia National Park, and on Friday saw their names and portraits on the list of guides 
at Porjus Dam. Basically, they were two Sami herders who worked to promote the 
preservation of traditional Sami lands and, simultaneously, a dam that had destroyed 
traditional Sami land at the time of its construction. As strange as this seemed at first, I 
wouldn’t really call this hypocrisy or duplicity—more just adapting to reality and holding 
competing interests. To be certain, new industries can bring new economic opportunities 
just as they can destroy traditional ways of life; yet who is to say which way is better? 
 
Another similar example was at the Aitik open-pit copper mine, when, during the tour, 
some of my classmates “protested” by remaining in the bus at some of the stops and 
purposefully not posing for group pictures. Yet, while they sat on the bus, they scrolled 
through their iPhones and listened to music with their headphones in. It really highlighted 
for me the inescapability of having negative environmental impacts—while we might 
disapprove of carbon-intensive, environmentally detrimental mineral extraction, we 
cannot divorce from heavy metals without renouncing our way of life. 
 
I’ve been thinking a lot about the “single story” while I’m here. It’s been really common 
that, when talking about the environment and the Sami, the narrative focuses on 
victimhood and exploitation. When companies present themselves, they usually 
emphasize economic growth and technological innovation. And both storylines leave 
little room for conversation, and offer little guidance on how to actually exercise social 
responsibility. So while I can’t really say that I’ve learned all the answers and know how 
things should be done, I have learned to appreciate varying and multifaceted perspectives 
on development, which has in turn helped me recognize how difficult it can be to even 





Though I'd heard that LGBT issues were much less recognized in Korea, I was amazed to 
find thousands of people turn out for the festival. The fest took up the entire massive 
lawn in front of Seoul City Hall, and when the parade started, thousands of people 
jammed the streets of Seoul to follow drag show floats on a giant loop through 
downtown. Sandwiched between the vocal Christians protesting the event on all sides, 
and inside a massive throng of jubilant Korean and foreign paradegoers, I instantly 
recalled the TED talk "The Danger of a Single Story" that I'd seen by Chimamanda 
Ngozi Adichie. 
 
Apart from simply considering Korean culture in the binary mindset I unintentionally was 
using, I realized that there were cultural norms in Korea and then forces struggling 
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against those cultural norms. Yes, the LGBT scene was still gaining momentum, but on 
the other hand, thousands of people came out that day to support them. It became much 
more productive to stop seeing Korean and the US in terms of positive and negative 
cultural differences, and more intriguing and meaningful to just see them as different. I've 
been doing theatre for a year now, and as theatre is a great safe space for LGBT-
identifying individuals to express themselves artistically, many of my friends are gay or 
otherwise non-conforming to gender or sexuality-related norms. However, I was raised in 
a conservative Indian Catholic household, and so I'm aware of homophobia existing in 
modern society quite close to home. This dual experience gave me a greater cultural 
framework when understanding the debate in Korea, as I've often heard Catholics even in 
the US say that homosexuality is a sin, a declaration that made me very uncomfortable 
growing up with a more tolerant mindset, and the changing nature of Korean attitudes 
towards the LGBT community almost seemed like a macrocosm for my own family's 
shifting viewpoints on the issue as me and my sister collectively introduce my parents to 
LGBT issues. (Chapter 6, p.121) 
 
When connecting these student’s introspection of experiences with that of Adichie’s 
concept of a “single story”, the narratives of how the experiences with the open-pit copper mine 
and the Pride Parade not only demonstrated an attentiveness to diversity across a spectrum of 
differences, but also articulated how they recognized these experiences as having affected the 
development of more complex epistemological processes, identities, and interpersonal relations.  
For example, the parade narrative identified a progression of awareness that could be 
seen in how: “It became much more productive to stop seeing Korean and the US in terms of 
positive and negative cultural differences, and more intriguing and meaningful to just see them 
as different.” And also in the context of the copper mine, “…what social responsibility really 
means in the areas I’ve studied remains ambiguous. Mostly, I’ve gained a greater appreciation of 
the complexities behind issues that are often construed as black-and-white, or sometimes even 
ignored altogether.” Moreover, the narratives presented by both these examples drawing upon 
the concept of the single story really underscored visions of global self-awareness and 
perspective taking by telling the stories they could only tell, that helped them break down the 
power of clichés and stereotypes. Furthermore, both narratives drew upon their self-awareness 
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and attentiveness to diversity in a way that expressed a sense of interrelationship among 
exceptions to social, political, economic and even environmental issues on a global level.  
Even more, both these narrative descriptions showed evidence that they were grappling 
with hurdles of contemporary living as well as ethical debates over redefining one’s relationship 
to one’s space (Ong, 2006). And, the reason I connected Ong’s concept of interrelations among 
exceptions with the story of the pride parade and copper mine is because I previously argued 
(Chapter 1, p. 1) that this is a concept that resides at the intersection of global learning and global 
competencies. From this vantage point, global learning can be viewed not only as an exercise in 
or performance of worldly proficiency (as to acquire the skills of global competencies), but also 
as an exercise in or performance of the ideas, beliefs or methods in applying such proficiencies. 
Thus, global competencies not only represent the augmentation of skills, but also the ideas, 
beliefs or methods in redefining one’s relationship to one’s space through the cognizance of how 
identities and lives are performed in relation to others.  
The student who described the trip to the copper mine really drove this point home when 
she wrote: “It really highlighted for me the inescapability of having negative environmental 
impacts—while we might disapprove of carbon-intensive, environmentally detrimental mineral 
extraction, we cannot divorce from heavy metals without renouncing our way of life.” Therefore, 
I believe Ong’s concept of the interrelationship among exceptions presents itself as fertile ground 
for pedagogical approaches to guided reflections that supports a relational sense of self-
awareness as a guiding principle for helping students to consider and communicate knowledge as 
global/intercultural competencies gained from their personal study abroad experiences.  
By the same token, narratives descriptions from the case were also telling me that a 
relational sense of self-awareness should be the first consideration when designing any program 
 158 
of guided reflections with ambiguous goals that seeks to help students understand how their 
actions affect increasingly larger scales of community. For example, reconsider the AAC&U 
definition of global learning:   
Global learning is a critical analysis of and an engagement with complex, interdependent 
global systems and legacies (such as natural, physical, social, cultural, economic, and 
political) and their implications for people’s lives and the earth’s sustainability. Through 
global learning, students should 1) become informed, open-minded, and responsible 
people who are attentive to diversity across the spectrum of differences, 2) seek to 
understand how their actions affect both local and global communities, and 3) address the 
world’s most pressing and enduring issues collaboratively and equitably [emphasis 
added] (Hovland, 2005).  
 
The reason I reiterate the Association of American Colleges and Universities’ definition 
here is because it begins with the critical analysis of engagement with global issues and then 
presents three ways to consider how this can be done. Moreover, this definition was an 
instrumental anchor point when considering how the pilot course was to be enacted, embodied or 
realized. Moreover, I also began this dissertation by stating an argument that study abroad 
presents an enormous opportunity for the vigorous interrogation of received traditions on a 
global scale (Chapter 1, p. 1). What the narrative descriptions provided in chapter five and six 
told me is that students appeared to organically articulate a connection between their 
international experiences with their life and classroom experiences that challenged their own 
assumptions. Take for example the following passage (the first few paragraphs) from a student’s 
final essay: 
Ever since my feet touched American soil, my mind has been racing, 
compartmentalizing, attempting to contextualize the seemingly nonsensical data of 
memories, recollections, ideas, language, that seem to no longer fit the place I’ve come 
back to. I’ve been trying to piece together what I experienced, what it meant to me, and 
how it changed me. I’ve been meditating on how it changed my personality, my beliefs, 
my outlook, and how I relate both to the country I live in, my Indian origins, and my 
perception of myself and my country in a global society. What is certain: my experiences 
studying in Seoul and backpacking across Japan have profoundly affected me, in ways 
that I will spend a great deal of time attempting to piece together.  
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This paper is an attempt at exploring some of those changes, specifically analyzing what I 
took with me to Asia, intellectually speaking, what I gained, and what I came back with. 
Perhaps the easiest change to visualize was one in perception and expectation. Before 
leaving for Korea, I set a personal learning goal of studying Korean theatre and 
performance art. As an English major, I’m well-versed in American and British drama 
and its history, with most current drama in a lineage that goes back to Shakespeare and, 
even further back, classical Greek tragedy like Oedipus Rex as a basis to evolve upon and 
grow. I wanted to study Korean plays and determine how they were similar to Western 
plays, as well as find out similar canonical Korean figures that could parallel Shakespeare 
and Sophocles.  
 
When I got to Korea, I found plenty of contemporary plays, but struggled to find classical 
Korean theatre in the same vein as English drama. A Korean student I befriended who 
lives in France told me that she didn’t think Korea had a history of drama, and that it was 
best to simply look to the West and to classical Japan for inspiration on the dramatic 
front. What I did find several weeks into my stay, however, was an old Korean 
performance art called Pansori.  As part of a road trip I took with some friends, we went 
to a port festival in the coastal city of Mokpo, on Korea's southwestern coastline. The 
annual festival featured a pop concert, crafts fairs, and a P'ansori venue. When I saw 
P'ansori at Mokpo, I realized that Korean dramatic performance does exist, it just comes 
from a very different artistic lineage.  
 
The example above was a strong articulation of how this student began to engage and 
learn from perspectives and experiences different from one’s own. It is also a strong articulation 
about how this student’s self-determined learning goal enriched focus on how one’s place in the 
world both informs and limits one’s knowledge. The quality of this articulation, in writing, might 
be attributed to the student’s English major, however the majority of the students’ summative 
reflections (as final essays) presented a very similar sentiment.  
That sentiment was how perception and expectations most often did not match the 
experience. Students’ reflective writing did very well to articulate this disconnect and 
demonstrate aspects of global learning (presented in chapter 3) in so far as they: 1) explained a 
progression of awareness, 2) identified and illustrated influential perspectives, and 3) 
communicated what was gained and its significance. 
 160 
Stemming from this interpretation of the case, I believe it supports the claim that study 
abroad does present an enormous opportunity for the vigorous interrogation of received 
traditions. Of course, study abroad is widely accepted as high impact practice, but what was most 
intriguing about this case was that its critical pragmatic and holistic approach appeared to have a 
fair amount of potential for supporting the first point of AAC&U’s definition of global learning: 
“Through global learning, students should become informed, open-minded, and responsible 
people who are attentive to diversity across the spectrum of differences.” Take for example the 
final paragraph written by the same student in the previous passage:  
Overall, I'm not done understanding the changes that going abroad enacted in me. 
(emphasis added) I'm aware of shifts in my perception of my American identity and in 
my approach to different cultures, and I have a much greater appreciation of complexity 
and the changing nature of non-Western cultures. Binaries that used to be unconsciously 
natural to my mind have been broken down, and the way I view the world has shifted 
from an “us/them” mentality to simply a set of unities and differences that aren't 
necessarily better or worse than each other, but simply distinct in their own way. I look 
forward to more introspection and more travels, and I can't wait to see what comes ahead.  
 
The reason I share this is not only because it clearly demonstrated this sense of awareness 
of difference, but it also speaks volumes to Freirean thinking insofar as developing a critical 
consciousness: “People as beings ‘in a situation,’ find themselves rooted in temporal-spatial 
conditions which mark them and which they also mark.” [emphasis added] (Freire, 2000, p. 109). 
I say this because the student in the aforementioned passage not only acknowledged a type of 
critical consciousness as “changes that going abroad enacted in me”, but also associated the 
value of introspection with the future actions yet to be developed.  
In other words, these final lines of this student’s essay appeared to acknowledge change 
as another point of departure and then considers how to move the experience forward. This 
student was not the only one to demonstrate this in their writing. There was a similar pattern 
across the majority of the summative self-expressions that no only demonstrated attentiveness to 
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diversity and encapsulated several aspects of global learning, but also communicated the value of 
global awareness in a conclusory manner, i.e. or a type of awareness that requires further 
development. The following two statements from final essays, drawn from chapters 5 and 6, can 
help illustrate this point:  
Going forward, I know that these lessons will continue to mean a lot to me, and will serve 
as a reference point to help me develop personally and professionally. (emphasis added) I 
will continue to consider that there is never a single story and aim to understand multiple 
perspectives. I’ve become aware that even good solutions often do not exist, and that, 
because of this, decisions about development should be made with sensitivity and 
diligence.  And I’ve definitely come to love and respect the world we live in more than I 
did before. (Chapter 5, p. 102) 
 
Through all these experiences, I believe I learned more about what it means to be 
American, which is something I’ve never really had to think about before. I understood 
what Americanness meant to both myself and foreigners, and it allowed me to grow. I 
questioned the way I do things I have always taken for granted. Being back home, I miss 
all of the closeness I found in Italy. Everybody seems so much less energized and so 
much more distant from each other. I am taking what I observed in Italy and applying it 
to my own life because I truly loved the warmth and passion they exuded. I hope to 
continue to travel the world now that I know how to look at it through a critical lens so I 
can experience the world for what it really is and keep growing as a person from those 
learning experiences. (emphasis added) (Chapter 6, p 127)  
 
As much as I admire how well these quotes demonstrate an attentiveness to diversity and 
perspective, I also came to see these statements as conclusory and/or transitional. I say this 
because they present a self-expressed acknowledgement to being aware of changes enacted in 
themselves, but also acknowledge this as a developing process. This presents a limitation to the 
pilot course’s holistic and interventional approach in so far as students oftentimes did not 
articulate concrete ways they might apply knowledge gained.  
In other words, the approach appeared to limit narrative descriptions to be most 
reminiscent of the aspects of self-awareness, perspective taking that enriched attentiveness to 
diversity. This also informed me that when asking students to reflect on their own experiences, 
as the object of inquiry, the process appeared to naturally reinforce global awareness as seen 
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through their recognition of differences. Furthermore, the self-selected personal learning goals 
appeared to enhance a focus on recognizing perspective taking and diversity as a result of using 
one’s own interests in comparison to perspectives in their host country.  
However, this type of focus may limit students’ articulations of skills developed to 
manage themselves and their global relationships as a result of studying abroad. For example, I 
not only began this dissertation by stating an argument that study abroad presents an enormous 
opportunity for the vigorous interrogation of received traditions, but I also stated that the 
experience of living a cultural alternative can augment skills and equip students with knowledge, 
attitudes and strategies to understand and manage themselves and their global relationships 
(Chapter 1, p. 1). Since it appears to me that the narrative descriptions mainly articulated how 
students became more informed, open-minded, and attentive to diversity, I would suggest that 
there is a need to consider how structures, interventions and/or critical pedagogical approaches 
might be considered that support the continuation of global learning after one’s relative position 
may have changed. In other words, the next logical step (following the AAC&U definition) 
would be how might study abroad, as an incremental step, move learning forward in a way that 
guides students to: 
1. Seek to understand how their actions affect both local and global communities? 
 
2. Address the world’s most pressing and enduring issues collaboratively and 
equitably? 
 
However, this incremental consideration also leads me to re-think how the challenge for 
globalized educational research is not to find an “appropriate” scale of action (global, national, 
local or classroom), but also to identify an analytical angle that allows us to examine the 
reshaping of educational practices that globalized education provokes. By this I mean to say that 
study abroad is an educational practice among others. The case has certainly informed me that a 
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critical pedagogical approach to guided reflection presents itself as a strong means to enrich 
students’ awareness of their own epistemological processes and identities in a more global 
context. However, the actions that move global learning forward from a point of awareness (as a 
continuum of a direct international experience) towards managing global relations should further 
examine hurdles of contemporary living as well as shaping ethical debates over redefining one’s 
relationship to one’s space. Yet, this may be beyond the scope of educational practices.  
For example, students’ “backdrop of the past” likely limits the recognition of a critical 
global awareness until near the end or after an international experience. Moreover, a sense 
continued global learning beyond increased awareness requires reflection of one’s backdrop of 
the past that may have been reorganized upon return. This also means that seeking to understand 
how one’s actions affect both local and global communities for addressing global issues would 
also require continually reflecting upon “a new backdrop of the past” that goes beyond a few 
weeks, to years beyond college. This also requires a different analytical angle and a more 
longitudinal approach.  
Perhaps, the challenge of longitudinal global learning might be better addressed when 
considering developmental and/or experiential theories in conjunction with visions of global 
learning? Or, a research project could be designed to build upon the narrative descriptions of 
global learning with interventional approaches in a way that follows a sample of students some 
years into the future? Although these questions are meant to be rhetorical and they are beyond 
the scope of this study, I pose these questions in order to communicate that managing one’s self 
and one’s global relationships requires a much wider lens than a study abroad experience. This is 
a salient point when considering how AAC&U emphasized that global learning cannot be taught 
in a single course or a single experience. 
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Therefore, what I believe I learned most from this study is that considering the 
experience of study abroad as a critical global pedagogy is to think about the experience as an 
ongoing project instead of a fixed set of references or prescriptive set of practices. It is concerned 
with not only teaching students how to think beyond platitudes and stereotypes, but also how to 
seek diverse perspectives that highlight the performative nature of agency as an act of 
participating in shaping the world in which we live. Finally, it is about experiencing something 
radically different from one’s own growing up places and vigorously interrogating received 
traditions that can help one redefine one’s relationship to one’s space through the cognizance of 
how identities and lives are performed in relation to others.  
Although this is a broad pedagogical statement, I consider it as a purposeful vantage 
point that is concerned with critically orienting students towards an intellectual journey in a way 
that is both epistemological: “how am I to know?” As well as praxeological: “what can I do?”  
This does not mean to imply that students are deficient or inaccurate in their abilities to use 
skillful judgment to think beyond platitudes and stereotypes. Rather, it suggests that skillful 
judgment requires one to understand how one’s place in the world both informs and limits one’s 
knowledge. Nor does it mean to imply that prescriptive sets of practice are superfluous because 
redefining one’s relationship to one’s space through the cognizance of how identities and lives 
are performed in relation to others is too subjective or unpredictable. On the contrary, I mean to 
say that thinking about the experience of study abroad as a critical global pedagogy brings into 
greater focus the fundamental rationale of self-awareness and discovery, as people thinking and 
learning in situations that find themselves rooted in temporal-spatial conditions which mark them 
and which they also mark. 
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It is from this vantage point where I believe practical insights can be gleaned from 
student produced narratives that can support the ongoing project of facilitating global learning 
from both within and outside the study abroad experience. For example, thinking about the 
temporal and spatial conditions that mark students’ learning from study abroad is also to think 
about how understanding the needs, backgrounds and interests of the students should also mark 
any pedagogical approach and applications to particular goals for study abroad programs 
themselves. That is to say, thinking about the experiential dynamics that students communicate 
as having stimulated growth and development can also bring into greater focus future directions 
for relating to the concerns and interests of the students; while at the same time considering how 
to guide students towards thinking about the core values of global learning and competencies 
embedded in institutional/programmatic goals.  
Therefore, the following and concluding chapter expands upon what I believe I have 
learned from this study by presenting theoretical and practical insights I have come to consider 
based on particular stories and details presented it the case of the exploratory course. Although, I 
understand it is rather easy to theorize how a study abroad experience can be made more 
meaningful and effective, the details of the case have informed me that global learning and self-
awareness can be greatly enhanced by studying abroad. The case also informed me that guided 
reflections can support students’ abilities to think, talk and write about their integrative learning 
experiences in a way that unifies reflection and themes of global learning. And, summative 
narratives also informed me that enriched global self-awareness presents itself as another point 
of departure that aims to find ways to share this type of articulated global learning insofar as 
supporting the ongoing project of education for global learning.  
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However, the way students are “guided” greatly influenced the basis from which students 
chose which narratives to weave into a larger macro-narratives of global learning. On an 
individual level, stories can foster the curiosity to learn respectfully about cultural diversity. On a 
systems level, stories allow for comparatively analyzing how cultures can be marked and 
assigned a place within power structures that can vary over time and place. Yet, explaining a 
progression of awareness is tricky because there can be multiple starting points. Identifying 
influential perspectives takes time and reflection to process both thoughts and emotions. 
Communicating the value of any learning experience can yield amazingly different results. Even 
though I previously stated that when thinking about study abroad as a critical global pedagogy, is 
to think about an ongoing process that is not only concerned with teaching students how to think 
beyond platitudes, but also how to seek diverse perspectives that highlight the performative 
nature of agency, guided reflection also runs the risk of the tensions between emphasizing the 
mark of transformation as positive and the difficulties involved in transforming oneself.   
Based on the aforementioned assertions, I frame my discussions surrounding practical 
insights and future directions around an idea that moving the experience forward should be 
considered as harnessing the momentum of enriched awareness in a way that: 1) “hails” students 
with visions of global learning through text/subject relationships that positions students not only 
as cultural consumers, but also cultural producers, and 2) builds upon a text/subject relationship 
for considering future directions for experiential and reflective pedagogical strategies for 
fostering global citizenship. 
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Chapter 8: Practical Insights & Future Directions 
 
 
As I have attempted to demonstrate, many of the students’ summative analysis of their 
study abroad experiences explained a progression of awareness, identified and illustrated 
influential perspectives, and communicated what was gained and its significance. From this 
perspective, the first practical insight I considered from this study is it that student produced 
narratives describing this process could have potential to inform pedagogical considerations that 
help prepare future participants for the ambiguity of meaning making through a study abroad 
experience. That is to say, narratives produced by students could help practitioners better 
understand/assess how students are interpreting their experiences. More importantly, narratives 
based the stories of beings in situations, rooted in temporal and spatial conditions could allow for 
practitioners to consider additional discourses structures and practices in support of institutional 
goals for study abroad, specifically as a transformative and integrative global learning 
experience.  
For example, student narrative descriptions rooted in temporal and spatial conditions 
across all phases of the learning process “brings to life” the situations that engage with the truth 
and merits of: global self-awareness, perspective taking, cultural diversity, and global systems 
through study abroad programs. From this perspective of vivified experiences, the stories of how 
students thought through situations allows room for faculty or staff to (re)consider how students 
prepare and plan for ambiguities. It also allows room for relating to the concerns and interests of 
the students, while at the same time considering how to guide towards institutional/programmatic 
goals. In other words, thinking about the self-expressions of student learning produced by an 
interventional approach to guided reflections helps “bring to life” the dynamics of the experience 
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itself, and how the experience of studying abroad may effect students’ engagement with host 
cultures, and opportunities upon return.  
Moreover, student produced narratives represent an action-oriented exercise that views 
learning as a process of unifying lived experiences in a way that support an informed 
commitment to change. This is a commitment based on responding to situations of the subject of 
one’s experience, rather than a subject as a branch of study. Here, I would argue that considering 
this process helps frame an expectation for participation in study abroad in a way that views 
students not only as cultural consumers, but also cultural producers capable of gainfully adding 
to the knowledge of the culture of study abroad. Even more, cultural producers that can “hail” 
students with animated visions of global learning achieved by education abroad.  
In order to demonstrate this idea, consider a student’s most general timeline in regard to 
participating in an education abroad program. First, a student begins by considering studying 
abroad. Then, she commits to going, followed by preparing for the trip, and living the 
experience. Finally, she might return to campus with a plentiful supply of evidence that speaks 
volumes to the ideals surrounding the values of studying abroad. But what’s next? In the context 
of this study, the pilot course, Global Learning: Study Abroad Exploration, was a unique 
offering that spanned three phases that ended a few weeks into the semester in which students 
returned. Although it was delightful to read students stories in relation to their valuing processes, 
it simply ended with a mountain of well-articulated and richly descriptive evidence that speaks 
volumes not only to ideals and values in promotion of education abroad, but also how students 
may have become aware of the value. This leads to another question. How could study abroad 
practitioners harness this breadth of student produced knowledge and articulated awareness? 
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 I believe John Fiske’s interpretation of Althusser’s concept of interpellation25 can help 
answer this and situate the idea that student produced narratives could be harnessed in a way that 
gainfully add to the knowledge of study abroad. More importantly, producers capable of 
expressing the dynamics of study abroad that may otherwise be overly idealistic because it is 
“difficult to put into words”. For Althusser, ideologies address people and offer them an identity 
they can accept. Because study abroad is encapsulated by the increased emphasis on 
internationalization, it is a practice ubiquitously promoted in ways that speak to the ideological 
values of personal developments and expanding one’s worldview. Furthermore, these ubiquitous 
messages that speak to career enhancement, student development and cross-cultural rationales 
also encourage students to accept that the journey should be transformative. Nonetheless, the 
ubiquitous messages can oftentimes be equally ambiguous as to how this happens.  
Therefore, I believe that thick narrative descriptions produced by those who put into 
words the transformative effects of studying abroad present a different text/subject relationship 
that can “hail” students with knowledge and wisdom of what, why and how the experience 
enacted change. Here it would be helpful to describe my interpretation on different text/subject 
relationships when considering students as both cultural consumers and producers that could 
allow for practitioners to consider additional discourses, structures and practices that not only 
support students’ reflections of their own experiences, but also in a way that continually 
contributes to knowledge of and preparation for the culture of study abroad as a transformative 
and integrative learning experience.  
 
25 Here I mean to emphasize John Fiske’s interpretation of Althusser’s concept of “interpellation” as: 
“The viewer is hailed by a particular work; if she/he gives a cooperative response to the beckoning, then 
are  they no longer constructed as a subject, but the text then becomes a text, in the sense that the subject 
begins to construct meaning from the work and is constructed by the work.” (Fiske 1987) 
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First, considering students as both consumer and producer should allow for not only a 
cooperative response to the beckoning of study abroad provided by the text of previous 
participants, but also a cooperative response to the subtle nuances that produce transformations. 
For example, as consumers, students have been beckoned to the “subject” of the study abroad 
experience for many different textual reasons in the general promotion of the value of study 
abroad as a transformative integrative learning experience. At this point, students are the 
consumers of an ideology and rationales of the subject within a “text” that bears the stamp of 
values for participation that they can internalize and accept. These reasons help guide students 
not only in the ways they choose particular programs, but also how they immerse themselves in 
experiences while abroad.  
When students embark and begin to record and refine their reflections of experiences, 
they become a producer of a text, in the sense of the work of recording and refining reflections. 
As students work through reflective and metacognitive practices, they also become the subject, 
in a sense of a person in particular circumstances that give rise to specified feelings, responses, 
or actions. At this point, the subject of the international experience begins to construct meaning 
from the work and is constructed by the work as well. 
Finally, by considering the text/subject relationships between consumers and producers 
of study abroad cultures, a broader variety of ways in which the experience of studying abroad 
may effect students’ engagement can bring the connections of meaning making into brighter 
light as they cycle through transitions of consumer and producer. In other words, the consumer to 
producer cycle sheds light on how to think about the experience as an ongoing project instead of 
a fixed set of references or prescriptive set of practices that can help orient students towards 
strategies to enhance global learning opportunities afforded by a study abroad experience.  
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Take for example how one student in this case described how having a personal learning 
goal while abroad might have affected her academic abilities and confidence: “Having such a 
specific focus has helped me remember all of my experiences in greater detail and make more 
connections to my entire experience.” (Chapter 5, p. 110) Even more, when another student was 
asked to elaborate on how this course and/or your personal learning goal might have come to 
affect your recognition of problems and strategies for problem solving in a cross-cultural 
scenario, his response was: “It helps me especially in terms of presenting an idea. As English is 
not their first language. I sometimes need to find ways that are more straightforward and easy to 
understand to communicate with them. This does not hinder us from communicating but rather 
allows me to think about how to express (myself) more clearly.” (Chapter 5, p. 113) Finally, 
when another student was asked to elaborate on what they thought about having to read and 
respond to fellow students’ (forum) posts, she responded that: “It was definitely helpful to read 
some of my other classmate's posts, and interesting to read about their experiences. And just 
being required to post in the forum helped me to reflect on my experiences as they were 
happening and think more concretely (emphasis added). (Chapter 5, p. 115)  
These examples not only support the idea that a self-selected goal can be a strategy to 
enhance one’s focus and connections between experiences, but also a means to “think more 
concretely” about reflecting on experience, which especially salient in the absence of a fixed set 
of references. Here, I provide another example taken from passage originally presented in 
Chapter 5 that demonstrates the saliency of thinking more concretely in the absence of a fixed set 
of reference. 
Throughout my time in London, I have made my learning goal to be about viewing the 
PDA in London and how it differs from America. I did not initially have this be my 
learning goal but during my time in London I decided to explore this because of the vast 
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amount of PDA I saw. I did not expect to see that type of behavior so out in the open 
especially since the English are known to be more on the quite side. 
I have learned through my interview and observance that most of the people that show 
vast amounts of PDA are other Europeans that are not English themselves such as 
Spanish, French, and Polish people who are much more open with showing affection 
through their culture. I have noticed this through hearing people who were showing 
affection speaking in a different language to each other. When one of my friends from 
back home came to visit she noticed the great amount of PDA in London as well. When 
we saw it we would start laughing and say something like get a room, since that is what 
Americas usually say to PDA. People have no shame when it comes to kissing right next 
to little children or anywhere in public. People who grow up in this kind of society do not 
flinch or notice it as something bad, just something people do. I only began to realize that 
once I started not noticing as much after my first month in London…” 
For this student, exploring PDA through observations, interviewing and more time in 
London had the effect of softening her original surprise. From this point, the students’ illustrative 
examples attributed the pursuit of the personal learning goal as a means of communicating an 
understanding how one’s place in the world both informs and limits one’s knowledge. More 
importantly, this student’s narrative was the subject of the text in the sense that the pursuit of the 
learning goal began to construct a meaning making process articulated as:   
“…The kind of culture you grow up in greatly impacts your views. It teaches you what 
you believe to be right from wrong, what is normal and not. Being abroad helps one 
break those barriers and realize how different other areas in the worldview things. This is 
really important in creating a person who can understand other people’s perspectives 
which I believe is a large part of what this learning goal was meant to do. (Chapter 5, pp. 
110-111) 
 
The concluding statement in the passage above is a powerful message reminiscent of how 
study abroad can broaden one’s perspective and think about the experience as an ongoing 
project, especially in the absence of fixed set of reference and prescriptive set of practices. 
Moreover, it is a message that draws attention to the “subject” of self-awareness in relation to 
worldview might elicit a more cooperative response when hailed by the subject of how one’s 
peers “owned their personal experience” by working through ambiguities that had never 
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considered. I say this because the students’ narratives presented in this case went beyond simple 
rationales and arguments for advancing study abroad by illustrating specific ways in which self-
awareness and perspective taking was elicited within the stories of how life was performed in 
relation to others while abroad as seen through their own interests. Therefore, student produced 
narratives could be seen not only as anecdotal evidence of how students are Succeeding Globally 
Through International Education and Engagement,26 but more importantly as a resource from 
which text/subject relationships supports both students’ global learning as well as institutional 
goals and practices surrounding study abroad.  
That is to say, it is the students’ voices that connects study abroad programming to the 
ways in which they: investigated the world beyond their immediate environment, recognized 
their own and others’ perspectives, communicated their ideas effectively with diverse audiences, 
and translated their ideas into appropriate actions. Then, building upon narratives that describe 
how students have done this can help inform pedagogical considerations based upon a 
text/subject relationship that supports and facilitates both: 1) students’ internalization of global 
learning and self-awareness, as well as 2) practitioners’ considerations for harnessing the 
momentum of global self-awareness. 
In order to further illustrate this claim, consider how (in chapter 6, pp. 143-148) I 
partitioned the student’s complete final essay in a way that was meant to highlight why I 
interpreted the essay to be an example of the study abroad experience articulated as holistic 
 
26 Here, I am making a relational comparison to The U.S. department of Education’s 2012 publication, 
Succeeding Globally Through International Education and Engagement, which states under the first 
objective that: The Global Competence Task Force, formed and led by the Council of Chief State School 
Officers and the Asia Society, defined globally competent individuals as those who use their knowledge 
and skills to investigate the world beyond their immediate environment, recognize their own and others’ 
perspectives, communicate their ideas effectively with diverse audiences, and translate their ideas into 
appropriate actions. In short, global competencies are “21st century skills” applied to the world (p. 5). 
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global learning insofar as how the essay generally: 1) explained a progression of awareness, 2) 
identified and illustrated influential perspectives, and 3) communicated what was gained and its 
significance. Moreover, I also prefaced this general progression in the essay example (Chapter 6, 
pp. 142-143) as having completed the following five descriptive points: 
1. Charted a narrative as a reflexive path that explained a progression of awareness 
2. Highlighted and accentuated the personal learning goal via relevant illustrative 
examples that that reinforced a progression of awareness by identifying influences 
of one’s cultural and academic background  
3. Demonstrated a basic systemic understanding of the interrelationships among the 
self and geographical context of the host country, study abroad program and 
connected this to global contexts. 
4. Identified and illustrated influences of one’s own cultural and academic 
background along with its limitations as having an effect on their views of 
culture/practices that recognized perspectives on ethical and power relations.  
5. Presented a vision of applying skills and/or dispositions gained through the 
illustrated experiences that communicated the significance of the study abroad 
experience.  
 
What is important about the descriptive points (and why I reiterate them here) is that 
these points represent a means for considering how interventional designs for guided reflection 
could be framed to support the personal nature of self-awareness and discernment that align with 
institutional or programmatic goals for global learning via study abroad. More importantly, it 
was the case study and the student’s voice (the text/subject relationship) that informed my 
articulation of these five points. Although I briefly analyzed these points in chapter 6, I was 
intentionally brief in order to rely as much as possible on the student’ voice while recognizing 
the etic issues surrounding the proposition of this study. Here, it would be helpful to further 
elaborate how I have come to interpret and articulate the aforementioned descriptive points. I do 
this not to be overly redundant. Rather, I do so in order to illustrate how the text/subject 
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relationship reveals descriptive points that can support a learning matrix27 which: 1) allows for a 
contextual basis of knowledge to be developed that helps to make descriptive points more 
visible, 2) envisions a critical path for charting a reflexive analysis, and 3) communicates the 
valuing process of study abroad within a substructure of global learning. 
For example, consider the following excerpt from the complete essay example: 
“Although short, this trip taught me a lot about friendship, learning with an open mind, how 
important exploring new culture is, and much more.” (Chapter 6, p. 144) This statement was 
taken from the first paragraph of this student’s final essay. It is a statement that encapsulated the 
main takeaways of his experience in Japan. Standing alone, it speaks a ubiquitous message of the 
value of study abroad that is equally ambiguous. However, this student’s essay in its entirety 
framed an epistemological position that justified the ways in which the experience supported this 
claim through by: charting a reflexive path towards a vision of applied dispositions and skills by 
identifying one’s own cultural influences and recognizing interrelations among the self and 
global contexts. More importantly, the essay justified its claim by responding to personal 
questions and a goal that made visible ways in which intentions, immersion and actions afforded 
by the experience were weaved into a larger macro-narrative of coming to understand the 
experiential process by communicating its significance.  
For this student, those questions and goal were: “…why Japanese people are so good at 
alternative energy vehicles, or even more fundamentally, why would they even bother to put 
huge investments into the business in the first place. I also had the goal of observing Japanese 
culture as a Chinese student, as I’ve heard too much rumors and ideas on this country that has a 
 
27 When referring to “matrix”, I mean to emphasize a definition that takes into consideration the 
international experience as the environment in which something develops; that is coupled with a structure 
designed to guide and empower students to direct their own learning while engaged in an international 
learning experience. A sample matrix is provided on page 179.  
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convoluted history with my own country.” (Chapter 6, p. 144). From this departure point, the 
student’s descriptive illustrations supported his claims by linking the dynamics of immersion, 
action and reflection by describing the experiential process of: how he felt when he first arrived 
in relation to his preconceived notions, how that changed as time passed in his program and what 
it was like to look back and realize what it all meant. This can be seen in how the following 
narrative descriptions linked important incidents and self-defining moments that illustrated the 
valuing process of awareness, perspective, and knowledge, dispositions and skills in relation to 
the experiential process:  
1. “When I first arrived in Japan, the way I looked at it was still the typical Chinese 
stereotype way of observing this country. I’ve certainly heard many things about 
this neighboring country of ours, but most of them are from a traditional point of 
view and focusing on the history side of things. My grandpa fought the sino-
Japanese war so he kept telling me how cruel the Japanese army was. It probably 
is true, but I would also certainly like to know more the modern Japanese society. 
The moment I set foot on the country, I immediately felt the difference.” (Chapter 
6, p. 144) 
 
2. “As I stayed longer at Nagoya, I also started to think about the question I had 
before I come to the country, that is how and why Japanese car makers are so 
good at manufacturing alternative energy vehicles. I gradually found my answer 
through lectures held by professors and automotive engineers” (Chapter 6, p. 145)  
 
3. “Apart from experiencing the automotive culture, I also paid close attention to 
other Japanese, and even world cultures. We have 33 people joining this year’s 
Nagoya intensive program, and there were also nine Japanese students. This 
“configuration” strike a nice balance between various cultures. I met friends who 
have similar culture as I do (those who are from Hong Kong, Taiwan, Korea, 
Thailand and Japan), and I also got to meet westerners that are strangers to Asian 
culture (those who come from America, Canada, Germany, Britain and Norway). 
This is the best that I ask for since I got to learn different culture in different 
countries, and it’s interesting to see how people would act differently when we are 
at this same place. We also talked a lot about each other’s country, and got to 
know a whole lot about things that we couldn’t possibly know if we’re not tied 
together like this. This wouldn’t be something I would think of previously, or at 
least my will wouldn’t be that strong and certain. Studying abroad really provided 
me a great chance to appreciate other cultures, at the same time understood what 
others think of my own culture.” (Chapter 6, p 146)  
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4. “For me, understanding Japanese culture is a bit different from others. We as 
Chinese have been given this cultural stereotype from middle school that since the 
Japanese had a war on us, they are bad people. We can’t really do much about 
what the government want the school to teach us, but we can do our best to 
experience the local culture by ourselves through an unbiased and objective 
judgment.” (Chapter 6, p. 146)  
 
5. “For sure history is an important issue, and I would never forgive what the 
Japanese army did to Chinese civilians (by the way, I also disagree strongly with 
the Japanese government passing the military bill recently). But I figured after all 
they are the act of government and army generals, not entirely the idea of regular 
Japanese citizens. I remembered the first day I was at Nagoya University, I could 
see the huge posters lining along the side of the street, objecting the military bill 
that was discussed in the senate at that time. Talking with teachers and local 
students, they didn’t think this is a sensitive issue to talk about at all. Instead they 
would love to share their understanding of peace and love with me. So I think 
that’s something China has misinterpret about Japan and that needs to change. We 
should open up our mind and do more comparison with our neighbors in a lot of 
aspects.” (Chapter 6, pp. 146-147)  
 
Finally, these passages coalesced important incidents and self-defining moments that 
expanded upon two questions and a goal in order to present a vision of appropriate academic, 
professional and personal actions as a result of what he discovered. For example, the final 2 
paragraphs of the essay not only articulated this student’s vision for applying skills and/or 
dispositions gained from his experiences, but also the significance of reflection for discernment. 
 
I think I’ve achieved my personal learning goal that I set before I begin this trip, and 
gain something I’ve never expected before I go there, for example my friendship from 
all over the world and my brand new understanding of Japanese culture. More 
specifically on my academic/professional development, I also made an unforeseen 
transit from being purely interested in internal combustion engines, to developing a 
second interest in hybrid and electric powertrains. I was really moved by the 
advanced mindset that Japanese engineers have, and I too want to share the similar 
value and make contributions to making our planet greener. I’ve taken steps to learn 
more about power electronics, and I’m picking up an ECE minor this semester so that 
I can better understand those materials in an academic context. I’ve also reached out 
to several professors on campus, and is scheduling meeting with one of them to 
discuss potential undergraduate research opportunities with him so that I can get more 
hands on experience with motors and control systems. I wouldn’t imagine myself 
doing this a summer ago, but now I really appreciate those changes this program has 
brought me. In terms of other non-technical aspect, I think the study abroad trip really 
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gave me a global insight so that I can talk with people with different background with 
no problem. Even when talking to people within the same culture environment, I 
would learn to accept and understand things that are unique to someone instead of 
feeling shocked. My communication skills and teamwork ability is also improved, 
which is very important if I want to continue to be an engineer. 
 
To conclude, I think this is an overall great experience to have to study abroad, and 
it’s also a nice brainstorm process for me to take this class. If it weren’t for this class, 
I wouldn’t really think that much about what I learned and perceived throughout the 
five weeks, and I wouldn’t possibly gain so much as I do now. (emphasis added) This 
class also taught me a method that can be used in future independent studies. I can 
think of those questions that are mentioned here when I go to a new country or 
environment on my own, which could make me a more discerning person. It’s really 
been a pleasure working with everyone in this class and in the whole study abroad 
process. If I have the chance and time I would definitely try this again in the near 
future. (Chapter 6, pp. 147-148)   
 
First of all, I personally found these concluding paragraphs to be a profound articulation 
of forward thinking that were supported by rich descriptions. More importantly, the student 
attributed the significance of reflection in relation to the discernment of what was gained. 
Finally, what these concluding statements (among others within this study) informed me about 
practical applications is that creating a space, which allows for a contextual basis of knowledge 
to be developed, helps to make visible descriptive points from which a critical path can be 
envisioned for charting a reflexive analysis designed to communicate the valuing process of 
study abroad within a substructure of global learning.  
Therefore, I provide the following learning matrix informed by my analysis of descriptive 
points presented in the case in order to demonstrate how students as producers can help inform 
pedagogical considerations and practical applications based upon a text/subject relationship. It is 
a matrix for charting a reflexive analysis based on themes of awareness, perspective, knowledge, 
dispositions and skills. It is also a matrix that situates learning from an international experience 
as responding to questions: both as a way of coming to understanding the value of education 
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abroad, as well as a way of highlighting the performative nature of agency in an experiential 
approach to global learning.  
The vertical baselines reflect an emphasis of integrative global learning; as a continuum 
through which students develop a mature, integrated identity with a systemic understanding of 
the interrelationships among the self, local and global communities. Whereas, the horizontal flow 
of the matrix reflects how the emphasis of integrative learning can be seen as a process of 
making connections, especially among concepts and experiences that can be applied to 
situations, which can be used to communicate one’s own understanding of awareness, 
perspective, knowledge, dispositions and skills developed through the experience of studying 
abroad. Furthermore, it is a learning matrix designed as an underlying or supporting structure for 
charting a reflexive path. By posing general questions rather than prescribed practices, the 
broader purpose of such a framework would be meant to enrich global self-awareness in support 
of broader epistemological assumptions leading to praxis. 





Finally, this is a matrix specifically designed to make visible descriptive links between 
transformative experiences by promoting intention, immersion and actions that can be weaved 
into a larger macro-narrative of coming to understand the experiential process as an ongoing 
project. By providing this explanation, I mean to stress a point that considering the text/subject 
relationship is an ambiguous and personal endeavor that situates the individual student as an 
actor, agent and author in the construction, deconstruction and reconstruction of one’s 
worldview. By framing a program of guided reflection modeled from critical pedagogical 
approaches (which ask students to respond to guiding questions similar to those in the matrix) 
responses situate the valuing process of the experience within dynamic descriptions of “what it 
was like”. Which in turn, illustrates how students are interpreting and developing perspectives 
within the context of particular study abroad programs.  
From this perspective, students as cultural producers capable of expressing their own 
unique voices in response to their international experiences lend volumes of expertise to 
institutional, programmatic or ideological rationales for study abroad. In other words, what 
students say about their own discernment of experiences leading to transformations tell the tale 
of how one might: investigate the world beyond their immediate environment, recognize their 
own and others’ perspectives, communicate their ideas effectively with diverse audiences, and 
translate their ideas into appropriate actions. This can also be a powerful means to unify the 
concerns and interests of the students, while at the same time considering how to guide towards 
institutional/programmatic goals.    
For example, consider how in Chapter 2 (p.25) I presented Hoffa and DePaul’s (2010) 
idea that there are four main rationales/arguments for advancing study abroad and participation. 
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These 4 rationales were framed as: the curricular argument, the cross-cultural rational, the career 
enhancement rationale and the student development rationale. From the descriptions of 
rationales/arguments for advancing study abroad and participation, I can certainly provide 
dynamic descriptions from self-expressions provided within this study that contextualize said 
rationales/arguments based on student interest.  
For instance, the curricular argument contends that study abroad enhances education 
through experiences not available on the home campus such as foreign language fluency and 
cross-cultural learning. This rationale can easily be contextualized from the example of the 
complete essay example insofar as how: the engineering student described being moved by the 
mindset of Japanese engineers when visiting automotive research and development centers in 
Japan, which prompted him to take steps to learn more about power electronics, and how he 
added an Electrical and Computer Engineering (ECE) minor in order to better understand those 
materials in an academic context.  
From this description, I pose the following rhetorical questions for the purpose of 
considering how and in what ways particular details and stories presented in this analysis could 
be applicable to discourse, structures and practices surrounding study abroad, (i.e. promotion, 
advising, orientations etc.). For example, would this student’s narrative description help promote 
study abroad participation by “bringing to life” the potential for academic growth provided 
within the structure of this particular program? Or, could this also be a narrative that allows for 
study abroad professionals to employ evolving “what it could be like” scenarios meant to guide 
students towards ways to focus on values projected in the context of the host country/program? 
Finally, could the dynamic descriptions of student producers help facilitate an explicit 
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expectation that the academic experience will be different from the home campus insofar as how 
experiences can facilitate the modification of one’s academic perspective?   
I would certainly say that the answer is yes. However, responses would certainly depend 
on what rationales are most valued, and I could further elaborate this point by presenting even 
more narratives that illustrate this type of contextualization within different rationales. However, 
the broader point I am attempting to make is that dynamic descriptions provided when students 
answer questions of themselves in relation to awareness, perspectives, knowledge and 
dispositions can also demonstrate action plans as distinguished from theory or ideology. By this, 
I mean to articulate that the dynamic descriptions of lived experiences “bring to life” themes of 
global learning/competencies characterized by the stories of how they were enacted, embodied or 
realized. Which in turn, can help visualize praxis by demonstrating the importance of an 
authentic union of action and reflection.   
Moreover, a text/subject relationship also brings to life larger macro-narrative of how 
becoming informed, open-minded, and attentive to diversity across a broad spectrum of 
differences can affect and enhance one’s experience while abroad. Or, how lifestyle choices 
might be challenged by the host society and the ways in which adjustments support well-being, 
health and safety. It also brings to life the importance of promoting intention and action so that 
one can begin to think about preconceived notions they may have so that they can develop 
strategies for the unknown experiences yet to come. Most importantly, the idea of a text/subject 
relationship draws attention to linkages between thick narrative descriptions and potential 
applications that support intellectual engagement with one’s international experience as a means 
of objectively (open-mindedly) understanding truth and merits of global self-awareness, 
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perspective taking, cultural diversity, and global systems afforded through various study abroad 
offerings.  
Stemming from this assertion, I should reiterate an argument I presented in chapter 2 (p. 
23). It was an argument that the imperatives of global competencies pressure institutions to strive 
to produce extensions of civic duties and responsibilities that expands from local, national, 
regional, and international to global. And that, oftentimes this philosophy is recognized in 
mission statements and strategic plans that reflect the global competency imperative as preparing 
students to be global citizens. However, subject of global citizenship was almost non-existent in 
students’ discussions and reflections presented within this study’s case but was very influential 
to etic issues surrounding the purpose of this study.  
This was very surprising to me, not only because I invested so much energy exploring the 
concept, but also because of  the prevalence of the concept’s use in promotion of study I 
expected to see more claims of being “a global citizen”. Perhaps, students were thinking beyond 
platitudes because so many narratives identified and illustrated influences of one’s own cultural 
and academic background along with its limitations as having an effect on their views of their 
hosts’ culture and the elusive assumptions that come from experiencing something so radically 
different.  
This leads me to re-consider the July 22, 2010 issue of the Chronicle of Higher Education 
in an article titled: Colleges help Students to Translate the Benefits of Study Abroad.28 It was an 
article that served to provide a framework to a question posed to students in the first pre-
departure session—How many of you decided to study abroad because it’s supposed to be a 




was a quote from Linda S. Gross, associate director of career services at Michigan State 
University, that stated: "Study abroad doesn't count to an employer unless the job candidate can 
say how it has made them a better person, scholar, citizen, and professional.”  
The reason I reiterate Gross’ quote is that I realize that I am not absent of the text/subject 
relationship. My life, my assumptions, my values, and efforts have all influenced the design and 
process of this study. For me, the process of conducting this study has also made visible 
descriptive links between my own experiences as an international educator and the 
transformative experiences of intention, immersion, and actions because of this study. The links 
weave themselves into a larger macro-narrative that helps me understand that this study’s 
experiential process is yet another ongoing project that further orients my understanding of 
education. In other words, I believe I have come recognize importance of intentional immersion 
in way that harnesses momentum and orients one’s actions as a person, scholar, citizen and 
professional.   
Concluding Thoughts: How have I become a Better Person, Scholar, Citizen and 
Professional?  
When thinking about the process of this study and my surprise in the absence of students 
articulating their views on global citizenship, I think I too unwitting assumption of the single 
story. For example, as I progressed through the Global Studies in Education graduate program, I 
found myself continually attempting to develop a concrete definition of what citizenship entails. 
The more I think about it, the farther away it seems to travel. However, I have found that 
citizenship it is often encapsulated in some sort of community-based principle that leaves ample 
room for flexibility.  
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This flexibility allows the space to develop critical perspectives of community on an 
increasingly larger scale. Perhaps, this is the space where comparing cultures begins on neutral 
ground that is attentive to a broad spectrum of difference. In other words, comparing cultures on 
neutral grounds allows for comparisons that aim to avoid better or worse scenarios by 
accentuating differences as simply different. Now, students did not explicitly communicate this, 
but they oftentimes attributed recognizing difference to growth. For example, many participants 
in this case study articulated the ways in which their international experience has altered their 
global awareness by: 1) explaining a progression of awareness, 2) identifying and illustrating 
influential perspectives, and 3) communicating what was gained and the significance. To do this, 
the students needed to be immersed for this process to come to fruition.  
In retrospect, I immersed myself in the literature of citizenship, globalization and 
pedagogies. I thought of people I’ve met in my travels, and I considered the seemingly endless 
variations in quotidian lives. Even with a large volume of knowledge and experiences to draw 
from, there were always limitations to knowing. In coming to this realization, I recognized how 
the research process is also a subject within a “text” that bears the stamp of values that one can 
internalize and accept. The text/subject relationship helps guide the researcher to not only find 
new ways to pursue knowledge, but also ways in which they immerse themselves in the 
experience of the study. What this means regarding how I have become a better person, scholar, 
citizen and professional as a result of this study is that I found that I never expected to learn so 
much about Adiche’s concept of the single story through the narrative descriptions provided by 
this study’s participants.   
By this, I mean to say that I have come to better understand that there is never a single 
story that defines the cultivation of global learning. Explaining a progression of awareness is 
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tricky because there can be multiple starting points. Identifying influential perspectives takes 
time and reflection to process both thoughts and emotions. Communicating the value of any 
learning experience can yield amazingly different results. Even though I previously stated that 
when thinking about study abroad as a critical global pedagogy, is to think about an ongoing 
process that is not only concerned with teaching students how to think beyond platitudes, but 
also how to seek diverse perspectives that highlight the performative nature of agency in shaping 
the world in which we live. I have also learned from the process of the case study is that no 
matter how impactful or transformational studying abroad can be, it is not a single story. In other 
words, studying abroad is part of a broader story of cultivating learning from one’s experiences 
that shape the world in which we all live.  
The granular focus on students’ epistemological processes have widen my own 
perspectives on global learning. Moreover, the scaling down approach I have taken in this study, 
from the broad contours of globalization an educational theories coupled towards the uniqueness 
of each students’ narrative, has taught me that education plays a vital role in fostering global 
citizenship by expanding the notion of global citizenship from different perspectives in order to 
better establish the rights and responsibilities that such citizenship entails. For example, Lawy 
and Biesta (2006) presented Citizenship-As-Practice as an inclusive and relational concept that 
provides a framework for illuminating what it means to be a citizen as a consequence of actual 
practices that make up the lives of young people. Even more, Gaudelli & Fernekes (2004) 
publication, Teaching about Global Human Rights for Global Citizenship reports on the efforts 
of a practice at Hunterdon Central High School in New Jersey to prepare students for the 
challenges of global citizenship. Their report was a strong illustrative example of how the 
concept of citizenship-as-practice may take form in a classroom setting, insofar as it reported on 
 187 
how teachers and students can enact abstract ideas about global citizenship and world 
mindedness.  
In the report, Gaudelli and Fernekes stressed how comparative and connective questions 
such as: “How do my rights differ from the rights of others living in different parts of the world? 
How are they similar? What responsibilities do I have to the community in which I live?” 
(Gaudelli and Fernekes, p. 16) can lead students to a better understanding of global human rights. 
And that, these types of questions are precursors to knowledge of global functions which develop 
core unit themes, such as: culture, conflict, change in the modern world, interdependence, and 
security. The report continued to describe unit goals, such as realizing that concepts of human 
rights are open to diverse interpretation and understand the differences in generations of rights 
and how these categories are prioritized. Methods included teacher and student lead discussions, 
internet research, and simulation learning activities with debriefing discussions. The report 
described how students were presented an example of students’ privacy rights in New Jersey; 
how they examined the evolution of human rights through a historical perspective; engaged in 
reading documentation and writing analyses, simulated a U.N. annual hearing on Human Rights’ 
Violations, and discussed the differences between liberty and security and examples of state 
sponsored violence.  
The point of going into such detail of Gaudelli and Fernekes’ report (here at the 
conclusion of this dissertation) is because the teaching unit described in the report built upon the 
local community, where the students identified themselves, and continued onward towards 
national and international awareness of rights and liberty in contrast with global interdependence 
and security. The report illustrated not only how an educator may envision the concept of 
 188 
citizenship as practice, but also how “inclusive and relational” means that learning to be citizens 
should be a consequence of actual practices that make up the lives of young people.  
Even more, in an essay titled: Inclusive Citizenship: Realizing the Potential, Ruth Lister 
(2007) described John Hoffman’s “momentum concept” in a way that realizing “citizenship’s 
inclusionary potential” means that we must rework the ideas that constitute citizenship itself. 
Lister structured her essay in two parts to explain basic principles of citizenship claims such as 
the implications of the notion of cultural citizenship and the theorization of differentiated forms 
of citizenship. She then exemplifies multiple spaces where claims to citizenship can be 
considered as locations of participation, mainly the “intimate and domestic sphere” in 
comparison to the commonly perceived political sphere.  
For instance, she described that the domestic sphere of participatory citizenship could 
include the care of children insofar as the manner in which an individual is taught to act in the 
public sphere (i.e. culture) has consequences on all of society. Although Lister admitted this idea 
was on the fringe of citizenship studies, I think it’s brilliant. Lister’s explanation of the intimate 
and domestic sphere represents the one of the biggest challenge students face when studying 
abroad…trying to makes sense of broader social relations and practices in a framework that 
challenges one’s “social imaginary”.  
From this perspective, I can’t help but consider what type of dialogue might be generated 
in discussions surrounding global citizenship-as-practice within a group of recent returnees. How 
might pre-service teachers interpret their experiences as informing their role in the practice of 
teaching in a wider more global context? How might a future engineer consider how societal and 
political spheres influence their direction and designs after seeing first-hand how different 
spheres of influence effect development in engineering? Or even, what might an integrative 
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biology major talk about when connecting preservation and development to inclusive and 
relational concepts of citizenship?  
I think the answers to my rhetorical questions might be that students may come to see the 
Danger of the Single Story once more and that overarching concerns in relation to citizenship are 
revealed in spaces where, at first glance, there would appear to be no connections. From this 
perspective, I believe this study had made me a better scholar-practitioner-citizen and person 
because what this study has taught me about is that stories matter. In my future endeavors, I will 
remember that when students are allowed space to reflect, when their stories are valued, concrete 
narratives that shape predispositions appear to organically give way to a dialogue that recognizes 
how one’s place in the world both informs and limits one’s knowledge. On an individual level, 
stories can foster the curiosity to learn respectfully about cultural diversity. On a systems level, 
stories allow for comparatively analyzing how cultures can be marked and assigned a place 
within power structures that can vary over time and place. This is a text-subject relationship that 
fosters vision and responsiveness to the world as orienting students towards successful and 
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Appendix A: Course Syllabus Draft 
 
LAS 199: Global Learning a Critical Orientation Toward the Study Abroad Experience 
 
A 16 week 1 credit hybrid course spanning Pre-Departure, In-Country and Re-Entry to Campus 
[DRAFT FOR PURPOSES OF COURSE PROPOSAL] 
 
Instructor: Dr. Nicole Lamers 
Office Hours: TBA 
Office: 2002 Lincoln Hall 
E-Mail: lamers@illinois.edu 
 
Course meets in 3 parts spanning 3 semesters 
 
1. In-person on campus for 2-4 sessions the semester prior to your departure  
2. Online asynchronous Moodle for 8 sessions the semester while in host country 
3. In person on campus for 2-4 sessions the semester that you return to campus  
 
OVERVIEW AND AIMS 
 
Study abroad offers an unparalleled opportunity to not only encounter the world, but also to 
encounter oneself—particularly one’s national identity. This course explores the relationship 
between the entire experience of the journey (pre-departure, in-country and re-entry to campus) 
and how one’s journey can be holistically articulated as a value-added global learning 
experience.  
 
To do this, the course uses the study abroad experience as the object of inquiry. The course asks 
participants to compare and contrast the real-world people, situations and institutions they 
engage with while abroad (i.e. host families, instructors, fellow students, new friendships, 
governmental agencies, and academic institutions), with their pre-departure notions of a 
“prototypical” person or custom (such as those found in official government statistics, the media 
or online sources). By encouraging students to critically evaluate their study abroad experiences, 
students will be obliged to shift their consciousness away from a personal (intercultural) 
appreciation of difference and to consider the notions and perspective of the host society—in a 
context that may stimulate new questions and new formulations of one’s self, particularly one’s 
national identity and one’s abilities of adaptation.  
 
For this course, global learning is defined as a critical analysis of and the engagement with 
complex, interdependent global systems and legacies (such as natural, physical, social, cultural, 
economic, and political) and their implications for people’s lives. Through global learning, 
students should: 
 
1. Demonstrate a systemic understanding of the interrelationships among the self, local and 
global 
2. Identify influences of one’s own cultural heritage along with its limitations 
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3. Recognize perspectives on ethical and power relations across the globe and in individual 
societies 
4. Apply an integrated and systemic understanding of interrelationships on local and global 
levels  
However, global learning cannot be taught in a single course or a single experience, rather global 
learning is a cumulative process with an emphasis on integrative learning.  It can be seen as a 
process of making connections, especially among concepts and experiences that can be applied 
to situations. Therefore, the broad goal of this course is to foster global learning by making 
meaning of: 1) how one might begin to understand the rapidly changing world in the contexts of 
globalization through a study abroad experience, and 2) communicating this as knowledge to 
fellow human beings. 
 
LEARNING OBJECTIVES  
 
Participants will have the opportunity through class sessions, course assignments, and 
engagement with their host country, as well as their program abroad to develop a reflexive 
research assignment, a signature assignment in the form of an autoethnographic text that 
analyzes one’s experience abroad through the lens of one’s national identity in comparison and 
contrast to notions and perspective of the host society and concepts of globalization and global 
citizenship. Each phase of the course will serve as an intervention, actions taken to enhance 
focus, in the development of the final project and meant to communicate the meaning making 
process of the international experience. In the context of global learning for this course, the 
autoethnographic text should:   
 
• Evaluate the global impact of one's own and specific local actions 
• Analyze substantial connections between worldviews and power structures, with personal 
experiences 
• Examine roles of interconnections and differential effects of human organizations 
• Plan and evaluate solutions to global challenges using multiple perspectives gained from 
the experience of study abroad 
To accomplish this, autoethnographic texts (the cumulative final project of this course) will 
require comparing and contrasting personal experience against existing research. The signature 
assignment will not only narrate the personal journey of the study abroad experience in all its 
phases, but it also requires the author to use the personal narrative of the journey in comparison 




The course draws from a number of major texts, as well as articles and multimedia sources. All 
of the course materials will be available through Moodle. If students have already read one of the 
texts for one of their other classes, students are asked to read one of the supplementary articles as 






COURSE REQUIREMENTS (SEE ASSIGNMENT DESCRIPTIONS AND SCHEDULE 
BELOW): 
 
• 15% of grade: Attendance at on-campus pre-departure sessions and pre-departure forum 
postings  
• 20% of grade: 4 original journaling posts while abroad  
• 20% of grade: 4 responses while abroad  
• 15% of grade: Attendance at on-campus re-entry workshops and project development 
assignments  
• 30% of grade: Signature autoethnographic text  
 
Grades are calculated using the percentage system, as outlined below: 
 
A+ = 98-100 %  B   = 83-87  C-  = 70-72  Less than 60 = F 
A   = 93-97   B-  = 80-82  D+ = 68-69 
A-  = 90-92   C+ = 78-79  D  = 63-67 
B+ = 88-89   C   = 73-77  D- = 60-62 
 
ATTENDANCE AND LATE WORK 
 
One unexplained absences from on-campus sessions (no notification of valid reason beforehand 
or proof of valid absence afterward) will reduce your final grade by 10 %; two unexplained 
absences from on-campus sessions will reduce your final grade by 20%; three unexplained 
absences from on-campus sessions will result in a failing grade for the course. Unavoidable 
absences include a serious medical condition or contagious illness, a serious family engagement 
or a professional commitment (e.g., a family wedding, a job interview). Even if you have a valid 
reason to miss on-campus sessions, you are responsible for completing asynchronous exercises 
for each session.  
 
Work that is handed in late may be marked down 10% per day (not per class). If you anticipate 
difficulty completing your work on time, please email instructors before assignment deadlines so 
that we can work an accommodation. 
 
A NOTE ABOUT RESEARCH AND ACADEMIC HONESTY 
 
In completing your assigned work for this course, you should feel free to consult your seminar 
handouts, your in-country program’s class notes, encyclopedias and other reference books, and 
any notes from previous courses. On-line resources are especially suitable for investigation of 
official government population statistics, languages and services and useful in other regards too; 
but when it comes to historical material, caution is advised: be sure you understand who has 
posted this material, and the degree to which it has been vetted and can be considered 
authoritative.  
 
You are encouraged to consult with your peers in both your in-country program and especially 
with LAS 199 fellow students and facilitators. Plagiarism is a form of fraud. Students who 
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“borrow” passages of text, argument structures, or specific arguments from an external source 
without providing a proper citation for that source are committing an act of plagiarism. 
Plagiarism includes: 
1. Copying verbatim a phrase, sentence, paragraph, or passage from an external source or 
series of sources (including a friend’s paper) without using quotation marks and 
providing a formal citation 
2. Handing in identical work for two or more courses 
3. Purchasing an essay from a “paper mill,” or recycling a paper written by another person 
4. Cutting and pasting material from widely available online sources (eg: Wikipedia, 
Amazon). Even if these state “not copyright material,” you are still required to 
acknowledge their author and the source 
 
Plagiarism does not include: 
• Quoting and properly citing a passage of text from an external source to illustrate a 
specific point in your argument  
• Borrowing or adapting (with proper citation) an idea or argument from an external source 
to strengthen your own analysis 
• Making a statement that is common knowledge, for example: “Joseph Conrad wrote 
several novels based on his career in the British merchant marine.”  
 
It is your responsibility to understand what constitutes plagiarism. If you have any doubts 




Pre-Departure Forum Postings: Each week I will post a forum question that asks you to reflect 
on the readings and engage the themes of the class. Think of these all as short academic papers 
that engage some portion of the substance of the readings and incorporate your own critique. Pre-
Departure forum posts are not meant to be an exhaustive demonstration of your knowledge of the 
reading materials. Rather, the purpose of the posts is to reflect on issues you find contentious, or 
address difficulties you may have conceptualizing themes, or even continue a line of thought 
discussed in the weekly class session. These postings should be in the range of 250-500 words, 
due dates will be provided on the course Moodle.  
 
Original Journal Posts consist of 4 thematically based reflections of your time while abroad. 
Themes include personal impressions, descriptive, narrative and reflective journaling to be 
completed on the course Moodle while abroad (further details provided in PART below). 
Original journal post should be approximately 500 words, due dates will be provided on course 
Moodle. 
 
Peer Responses: consist of 4 responses to at least one peer for each original journal post on the 
course Moodle. For example, students will respond to one of their peer’s original personal 
impressions entry in addition to posting their own personal impressions entry. In other words, for 
each theme you will be required to provide 2 posts, your own original entry AND ONE 
RESPONSE TO AT LEAST ONE CLASSMATE. Sharing journal posts and engaging with your 
classmates in these asynchronous discussions are a part of building an intellectual community of 
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learners abroad. Multiple responses and replies are encouraged. However, multiple responses and 
replies are not a requirement. Peer responses should be approximately 250 words (further details 
provided in PART below).   
 
Signature Autoethnographic Text: Autoethnography is an approach to research and writing 
that seeks to describe and systematically analyze personal experience in order to understand 
cultural experience. This approach challenges canonical ways of doing research and representing 
others and treats research as a political, socially-just and socially conscious act. A researcher 
uses tenets of autobiography and ethnography to do and write autoethnography. Thus, as a 
method, autoethnography is both process and product. 
 
When researchers do autoethnography, they retrospectively and selectively write about 
epiphanies (turning points) that stem from, or are made possible by, being part of a culture and/or 
by possessing a particular cultural identity. However, in addition to telling about experiences, 
autoethnographers often are required by social science publishing conventions to analyze these 
experiences. 
 
Autoethnographers must not only use their methodological tools and research literature to 
analyze experience, but also must consider ways others may experience similar epiphanies; they 
must use personal experience to illustrate facets of cultural experience, and, in so doing, make 
characteristics of a culture familiar for insiders and outsiders. To accomplish this, the 
autoethnographic texts will require comparing and contrasting personal experience against 
existing research. The signature assignment will not only narrate the personal journey of the 
study abroad experience in all its phases, but it also requires the author to use the personal 
narrative of the journey in comparison and contrast to course literature.  
 
This can be thought of as a CUE: a thing said or done that serves as a signal to an actor or other 
performer to enter or to begin their speech or performance. As I have mentioned before, 
engaging with your classmates is part of building an intellectual community, you will have the 
opportunity in the re-entry portion of this course to workshop ideas with other class participants 
in the reflexive write-up of your experience abroad. In the development of the autoethnographic 
text, the intellectual community will be cued to: (1) Connect our individual past with our 
individual and collective present, (2) Understand culturally rooted reasons for our comfort with 
others of similarity, discomfort with others of difference, and aversion with others of opposition, 
and (3) Expand this understanding into culturally unfamiliar territories. Opening-up to the new 
understanding and new possibility is the definite benefit of autoethnography, which gives a 
foundation to cross-cultural coalition building to embrace others, even others of opposition, in 
any multicultural society, both at home and abroad. 
 
Formatting of the final project will be ambiguous, much like the experience abroad. We will 
work through the auto ethnographic write-up process in the re-entry workshops. However, the 
project is an essay, not a report of your findings. It will be a 10-15 page crafted tale of your 
journey and how it has influenced the way you:  
 
 
• Evaluate the global impact of one's own and specific local actions 
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• Analyze substantial connections between worldviews and power structures, with personal 
experiences 
• Examine roles of interconnections and differential effects of human organizations 
• Plan and evaluate solutions to global challenges using multiple perspectives gained from the 
experience of study abroad 
   
SCHEDULE (subject to change): 
 
PART 1: PRE-DEPARTURE 
 
UNDERSTANDING CONCEPTS, CULTURE AND NATIONAL IDENTITY 
 
Session 1: Introduction to course; introduction to globalization; global learning and 
autoethnography 
 
Overview and key questions: 
 
Let’s begin to understand differentiating concepts of globalization. How are concepts of 
globalization framed? Is globalization an endpoint or a process?  
 
Since the dawn of the 21st Century, a new rationale for study abroad has emerged: developing 
global competencies. What are global competencies and how are visions of global competencies 
linked to different concepts of globalization? What is global learning and how might it help 
develop global competencies? Why such urgency for global learning and or global 
competencies? 
 
Autoethnography is becoming a useful and powerful tool for researchers, practitioners and 
students who deal with human relations in multicultural settings. How does autoethnography 
differ and is similar to autobiography and ethnography? What benefits might be afforded by 
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Session 2: The culturally diverse self; basic things to know before you go; stereotypes and 
generalizations. 
 
Overview and Key Questions: 
 
Let’s begin to understand, what is culture anyway? We all belong to several cultures, each 
infusing us with ideas and patterns that make us unique and connected to others in our cultural 
groups. When you think about study abroad, it’s natural to focus on learning about the “other”-
their language, traditions, values etc. We certainly encourage this exploration and yet ask you to 
consider that the foundation of being successful lies first in understanding yourself. What 
cultures do you operate in on a daily basis? How does being a particular gender, for example, 
influence your values and beliefs? How did your family influence you? How does your ethnicity 
influence you? In what ways have religious organizations been a part of your life? What values 
do you consider to be uniquely American? Answering these questions is where we encourage 
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Session 3: Lifestyle values and international perspectives on U.S. Nationals 
 
Overview and Key Questions: 
 
Going abroad requires that you adjust to the same sorts of things that you would if you moved to 
another part of the United States: being away from family and friends, living in an unfamiliar 
environment, meeting new people, adjusting to a different climate, and so on. These changes 
alone could cause high stress levels, but you will also be going through cultural adjustments and 
you may experience "culture shock."  
 
In another cultural context, you will often find that your everyday "normal" behavior becomes 
"abnormal." The unspoken rules of social interaction are different, and the attitudes and 
behaviors that characterize life in the United States are not necessarily appropriate in the host 
country. These "rules" concern not only language differences, but also wide-ranging matters such 
as family structure, faculty-student relationships, friendships, and gender and personal relations. 
While you are abroad you are likely to encounter many occasions when the host nationals or 
other internationals students will make stereotypical comments about the U.S. and its citizens. 
How might you respond?  
 
One of the things you can do is explain your own culture in terms of its general patterns. This 
assumes that you know what they are, which interestingly is something most of us don’t think 
about that often. What are your thoughts on the core cultural values of the United States? What 
do the experts say? Another way to get a glimpse of U.S. values and cultures is to see what 
people from other countries say about their perceptions of American culture. What insight can 
you gain from reading comments of foreign national’s perspectives of American culture? Are 
international perspectives of American culture too generalizing or stereotyping? If so, are the 
generalizations of American culture by foreign nationals similar or different in comparison to 
your perceptions of your country of destination? How might your lifestyle choices, such as style 
of dress, the way you communicate with others, or your behavior in groups, effect international 
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Tiessen, R., & Huish, R. (2014). Getting Prepared for International Experiential Learning: An 
Ethical Imperative. In Globetrotting or global citizenship?: Perils and potential of international 
experiential learning. Toronto: University of Toronto Press. 
 
Session 4: Critical issues surrounding global citizenship 
 
Overview and Key Questions: 
 
Global citizenship is neither a neutral nor a simple concept. It is, in fact, an even a more difficult 
concept than globalization. It not only entails all the complexities of globalization but also 
includes engaging with moral judgments on practices and beliefs. In this session, let’s revisit the 
concept of globalization in relation to citizenship. How do the objective discourses surrounding 
the phenomenon of globalization influence perceptions of global citizenship? Is global 
citizenship just a metaphor? How do you see global citizenship? 
 
Required Readings:  
 
Davies, L. (2006). Global citizenship: abstraction or framework for action?. Educational review, 
58(1), 5-25. (READ PAGES 5-11 AND THE CONCLUSION) 
 
Steger, M. (2009). Assessing the Future of Globalization. In Globalization a very short 




Joppke, C. (2007). Transformation of citizenship: Status, rights, identity. Citizenship Studies, 
11(1), 37-48. doi:10.1080/13621020601099831 
 
Lawy, R., & Biesta, G. (2006). Citizenship-as-practice: The educational implications of an 
inclusive and relational understanding of citizenship. British Journal of Educational Studies, 
54(1), 34-50. 
 
PART 2: IN-COUNTRY 
 
CROSSING CULTURE AND JOURNALING ACROSS CULTURES 
 
One of the most valuable activities you can do to enhance your international and intercultural 
experience is to keep a journal. No matter how amazing and unforgettable your experience may 
seem, it doesn’t take long before your memories begin to fade. Keeping a journal gives you a 
record of events, activities, and thoughts. More importantly, it actively engages you in your 
personal overseas journey through thinking, interpreting and analyzing intercultural and global 
learning experiences. Not only is journaling a requirement for the course, but it will also serve as 
your field notes (your journal entries are an especially valuable and a valid reference material) in 
the development of your final autoethnographic project. Remember, it is your experience that is 
the object of inquiry, and the broad goal of this course is make meaning of: 1) how one might 
begin to understand the rapidly changing world in the contexts of globalization through a study 
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abroad experience, and 2) communicating this as knowledge to fellow human beings. Journal 
entries provide the personal experience “data” to compare and contrast with the literature of the 
course and the curriculum of your specific international program in order to analyze one’s 
experience abroad through the lens of one’s national identity, and in comparison and contrast to 
notions and perspective of the host society and concepts of globalization and global citizenship. 
 
Journaling instructions and scheduled due dates will be provided on the course Moodle.   
 
Thematic Journaling Strategies 
 
As you begin writing in your journal, keep in mind that writing of this nature is not just for 
displaying knowledge but can also be useful in acquiring knowledge, support, and expanding 
your initial perceptions of the study abroad experience. Journaling encourages new ways of 
conceptualizing your international experiences.  
 
Consider the following focus areas when making your journal entries: 
 
7. Social Responsibility. What experiences have you had that have influenced your 
perceptions of global interdependence and social concern for others, to society and to the 
environment? 
8. Global Competence. In intercultural encounters, it is important to have an open mind 
while actively seeking to understand the cultural norms and expectations of others and 
leveraging this gained knowledge to interact, communicate and work effectively outside 
your comfort zone. What experiences have you had that have forced you to recognize 
your limitations to engage successfully in intercultural encounters? 
9. Global Civic Engagement. International experiences often encourage students to 
recognize local, state, national and global community issues and to respond through 
actions such as volunteerism, political activism and community participation. Have you 
had experiences that have made you want to do something about local or global 
community needs? 
10. Academic Self-Concept. International education opportunities can bring about a 
newfound awareness of one’s academic abilities, for the better in most cases. How has 
this international experience influenced your academic abilities and confidence? 
11. Academic Self-Efficacy. Similarly, studying abroad can require modifications in your 
approaches to studying and completing course work. How has your academic learning 
style developed as a result of this international experience?  
12. Professional Development. Global learning can provide abilities to apply knowledge and 
skills gained through higher learning to real-life problem solving. This is similarly related 
to global competencies. Have you had cross-cultural experiences that have been 
beneficial to problem solving? Or, has a lack of cross-cultural understanding been an 
impediment to problem solving? And, how has your experience abroad influenced your 








Journals are to be structured as 4 distinct and thematic sessions. Journal entries for this course 
are to be posted on the course Moodle site. Requirements for journal posts are: 4 original posts 
and 4 responses to your peers. In other words, you will be writing 4 personal entries (original 
posts), beginning with the theme of Impressions and concluding with the theme of Expressive 
(descriptions and order of thematic entries are listed below). For each of your own original posts, 
you will be required to respond to at least one of your peer’s original posts. For each journal 
sessions, you will supply 2 posts: your original post and a response.  
 
Original posts should be in the range of 400-500 words, with responses of approximately 250 
words.  
 
SPECIAL WARNING, journal entries to the course Moodle will be visible to all 
participants of the class. If there is any information you do not wish to share with the class 
(such as medical and psychological conditions, legal issues, or compromising imagery) 
please do not share on Moodle. Also, when responding to peers, be considerate of your 
classmate’s experiences and opinions. We are a community of global learners that fosters 
growth in global learning by sharing our joys, difficulties and ambiguities we experience 
abroad; many challenges are similar and some rather unique. Constructive suggestions, 
comments and coping mechanisms are welcomed. However, demeaning and vulgar 
responses will not be tolerated and can result in punitive measures.    
 
Instructors will provide private feedback (a personal email rather than a response on Moodle) for 
your descriptive and expressive journal entries.  
 
Thematic Structure:      
 
5. Impressions– This is the section of your journal where entries will be made 
chronologically. This section is for jotting down the places, people, events, concepts, 
ideas, smells, signs and other things you remember. Be detailed in this section with dates 
and the names of people, places, events, cities, etc. This entry will be at the stage of first 
arriving in-country, a very highly impressionable stage of the journey, where your writing 
should capture your overload of sensory and cognitive inputs in your new environment.    
6. Descriptive-This section will not ask you to elaborate on what you are thinking about a 
particular situation or sequence of situations. Rather, this is where you will use your 
descriptive abilities to create a vivid picture of what you experienced. Think of this as 
showing your readers the scene and not just telling them. Entries in this section should be 
written so that someone who has not visited the culture you are describing would be able 
to read your words and create a mental picture of what it was like. 
7. Narratives–This section should awaken or satisfy the storyteller in you. You will 
undoubtedly have many stories – good, bad, funny, and otherwise. Write about them in 
this section before you forget them. Tap into your descriptive abilities to create a vivid 
picture of what you experienced. 
8. Expressive–In this section, reflect on the focus areas listed above and/or themes of the 
pre-departure sessions. This is where you get to vent, debate, praise, hypothesize and 
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evaluate. While you may have described an event in one of the other sections of the 
journaling assignments, here you may then make an entry in this section to record what 
you thought and felt about that event. Consider how your expressive entry has influenced 
the way you might view global learning and whether or not the experience you are 
expressing was a turning point in your global learning narrative. 
 
 
PART 3: RE-ENTRY 
 
REACTING TO CHANGES: WORKSHOPS IN AUTOETHNOGRAPHY FOR OUR 
GLOBAL LEARNING COMMUNITY 
 
Coming home isn’t easy. For some, the return is more difficult than adjusting to the host culture. 
How could this be? Isn’t home what you know best? “Home” can have a difficult time 
competing with the thrill, even the darkest moments, of the journey of one’s self in the word of 
study abroad. Having seen new parts of the world have undoubtedly changed things to a certain 
degree. Perhaps the most profound difference upon your return will be in yourself. Living abroad 
gave you opportunities to test and refine your decision-making abilities, organizational skills, 
motivation, and drive, and these experiences have resulted in remarkable personal growth. 
You've probably become accustomed to a high level of activity and anticipation, confronting 
new places, and constantly meeting new people. Some people feel a bit restless or depressed 
when they return home, so it's important to find new ways to channel that energy…herein lies the 
third part of your critical orientation, the re-entry workshops.  
 
Session 1: Roundtable discussions, reacting to changes exercise, sharing narratives, revisiting the 
project plan and developing the autoethnographic project 
 
Overview and Key Questions: 
 
Let’s reintroduce ourselves as a class. It’s been since last spring since we have all met in person, 
even though we have shared our experiences from last summer via our journal entries online. 
Here we will take time in small groups to discuss reacting to changes and our narrative entries. 
Why did you choose a specific narrative to share? Did your narrative journal entry become part 
of your expressive entry? Have the journaling exercises reinforced or reoriented your project 
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Session 2: Roundtable discussions, Re-entry perspectives of the U.S. and revisiting 
generalizations and stereotypes  
 
Overview and key questions: 
 
Many students have a new awareness of politics and the interpretations they get from the media 
of different countries and cultures. Some people feel either more highly critical of their own 
country or very grateful for the things they enjoy about their own country…or both. What 
experiences did you have while abroad that shocked or surprised you about the world? How do 
you feel about those experiences after returning home? Are there certain stereotypes that you 
have let go of? Kept? Modified?  
 
Required Reading:  
 
Studying abroad and the global perspective | Emma Baumgartner | TEDxNewarkAcademy: 
https://www.youtube.com/watch?v=H5jsc6rOdaM 
 
Session 3: Roundtable Discussions, the pivot point of the project, an epiphanic moment, lifelong 
learning and identifying some short-term and long-term goals  
 
Overview and key questions: 
 
Let’s discuss the progress of the projects. You’ve heard it so many times: “Study Abroad was the 
greatest thing I did.” This statement typically is not just wistful reminiscing about an 
adventurous time. Rather, it reflects a turning point, a fork in the road, or an epiphanic moment 
of a critical life lesson. It is at this point where the autoethnographic text should begin to image 
and advocate for what it would be like scenarios. For example, you might consider using your 
experience in order to imagine different visions of global citizenship, or critique the effects of 
globalization, or even how your experience has helped you better understand your own 
nationality through the eyes and voices of your hosts…and thus alter your approach to 




Chimamanda Ngozi Adichie: The danger of a single story, 
http://www.ted.com/talks/chimamanda_adichie_the_danger_of_a_single_story?language=en 
  










Coming back home usually involves new passions for knowledge that puts your 
study abroad learning into a larger framework or follows up on paths opened up 
during study abroad. 
 
The key to academic reintegration is finding ways to actively integrate your new 
knowledge, interests and skills into your college and university experience. You may be 
asking yourself, "How can I talk about my experiences in class?" "Where can I talk about 
or present my ISP?" You. may also be anxious to find graduate schools that integrate 
experiential and social justice-based learning. 
 
Identify professors you can work or communicate with regarding their areas 
of interest (such as becoming a Spanish professor's assistant). 
 
Determine how your independent study can be incorporated into the university 
curriculum through campus presentations and other campus work. Think about ways 
you can expand on your Personal Learning Goal through other coursework. 
Complete university assignments or research connected to the host country 
and program-related topics of interest (where possible). 
Become a member and participate in university clubs related to issues relevant 
to your academic interests (human rights, ecology, public health, etc). 
 
Publish stories or articles about your study abroad experience in campus media sources. 
Participate in or present at conferences, seminars, or presentations that are related 
to what you learned or would like to learn about the host country. Check out the conferences 
list below. 
Get involved in freshman orientation if you can. (Many campuses hire students 
to help with new student orientation.) Encourage incoming freshmen to study abroad; 
share your knowledge and experience at orientation sessions with students and their 
parents. 
 
Look into undergraduate research conferences on your campus or in your area. 
 
Civic Engagement and Social Action 
 
For many of our alumni, returning home from studying abroad means a desire to organize 
activities for social change. This can take the form of starting an organization or club, 
seeking to deepen one's civic engagement or developing a sense of group life. 
The key to Civic Engagement and Social Action is organizing or connecting yourself to 
organizations and people doing the work you want to do. We suggest that you join listservs, 
donate to and volunteer with organizations whose work you like, talk to people in 
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organizations doing things you are interested in, and organize groups with others who share 
in your beliefs. Activist work cannot be done alone. We encourage you to start networking 
with others who share in your passions. You might be asking yourself, "How can I turn my 
ideas into action?" In this section you will find suggestions to help you become socially 
active and/or civically engaged. 
 
Link your experiences in the host country to political and social action in the place 
where you study or live. 
 
Volunteer or work for NGOs and local or national movements. 
 
Identify immigrants from the host country and try to connect with that immigrant 
community; explore possible opportunities for volunteering or interning. 
Determine whether community service activities you've carried out during the 
program can be applied to your home community and look into continuing these types of 
activities at home. 
 
Create a group contact list/network of students on your campus. 
 
If you didn't make your own video, obtain copies of other students who produced 
videos during the semester to present to your home community, in your class, in your 
church or at a local school. Local schools are a great place to present your experience. 
Connect with educators from your local school district. 
 
Publish stories or articles about your study abroad experience in community media 
sources. 
 
Write an article for your local newspaper or college paper about how your 
experience abroad helped you gain global understanding about a particular global issue. 
 
Get involved with a student group connected to your host country or another 
international student group on your campus, if there is one. If not, think about starting one! 
 
Find a language partner from the host country . 
 










Appendix C: Complete Final Projects 
 
The following 6 samples are complete essays submitted to the exploratory course. Names and 
identifying information have been blacked out. However, each sample indicates the student’s 
major and study abroad location.  
 
Sample 1: English Literature Major—Seoul, South Korea 
 
Ever since my feet touched American soil, my mind has been racing, compartmentalizing, 
attempting to contextualize the seemingly nonsensical data of memories, recollections, ideas, 
language, that seem to no longer fit the place I’ve come back to. I’ve been trying to piece 
together what I experienced, what it meant to me, and how it changed me. I’ve been meditating 
on how it changed my personality, my beliefs, my outlook, and how I relate both to the country I 
live in, my Indian origins, and my perception of myself and my country in a global society.  
 
What is certain: my experiences studying in Seoul and backpacking across Japan have 
profoundly affected me, in ways that I will spend a great deal of time attempting to piece 
together. This paper is an attempt at exploring some of those changes, specifically analyzing 
what I took with me to Asia, intellectually speaking, what I gained, and what I came back with.   
Perhaps the easiest change to visualize was one in perception and expectation. Before leaving for 
Korea, I set a personal learning goal of studying Korean theatre and performance art. As an 
English major, I’m well-versed in American and British drama and its history, with most current 
drama in a lineage that goes back to Shakespeare and, even further back, classical Greek tragedy 
like Oedipus Rex as a basis to evolve upon and grow. I wanted to study Korean plays and 
determine how they were similar to Western plays, as well as find out similar canonical Korean 
figures that could parallel Shakespeare and Sophocles.  
 
When I got to Korea, I found plenty of contemporary plays, but struggled to find classical 
Korean theatre in the same vein as English drama. A Korean student I befriended who lives in 
France told me that she didn’t think Korea had a history of drama, and that it was best to simply 
look to the West and to classical Japan for inspiration on the dramatic front.  
 
What I did find several weeks into my stay, however, was an old Korean performance art  
called Pansori.  As part of a road trip I took with some friends, we went to a port festival in the 
coastal city of Mokpo, on Korea's southwestern coastline. The annual festival featured a pop 
concert, crafts fairs, and a P'ansori venue. When I saw P'ansori at Mokpo, I realized that Korean 
dramatic performance does exist, it just comes from a very different artistic lineage.  
 
P'ansori is a form of classical Korean musical dramatic storytelling. A performer, usually 
wearing traditional hanbok dress, stands at the front of the stage, accompanied by another 
performer beating on a drum. As the drum beats, the performer dramatically tells the audience 
stories from Korea's ancient past, often adopting different voices, alternating between comical 
and melodramatic modes, and sometimes lasting over an hour.  
 
I realized that looking for the exact equivalent of Western stage drama in another completely 
different cultural region was a fool's errand in an of itself, because the same kinds of creative 
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energies that manifest in the West as theatre manifested in ancient Korea as a different formal 
performance art, P'ansori, which has no real Western equivalent. I had never seen anything like 
this performance before, and though I couldn't understand all of the words, I was profoundly 
affected by the show.  
 
Coincidentally enough, the next week in my Korean Cinema course, my professor showed us a 
Korean movie called Sopyonje, about an aging, wandering Pansori performer in the 1950s who 
has dedicated his life and those of his children to mastering the art form, but faces a declining 
interest in it as Koreans increasingly turn to more “modern” Western performances. The film 
gave me a lot of context into how this traditional Korean art form was challenged by the arrival 
of foreign novelty, and how Koreans are attempting to navigate what they should preserve about 
their own culture as their country becomes increasingly globalized in the 21st century.  
 
Earlier in the program, I also went to the Seoul Queer Pride Festival. From speaking with my 
Korean friends and watching local pop videos, it seemed to me that Koreans were much more 
comfortable with men seeming effeminate: lots of highly popular Korean male pop stars die their 
hair, dress very well, and otherwise can seem feminine by Western standards, but in Korea, there 
is no doubt about their masculinity. In Korea, it is, it is much more socially acceptable for men to 
pay attention to their appearance, and fashions that seem feminine in the US are perfectly male-
acceptable in Korea: hand bags, skinny pants, etc. Koreans are also very comfortable with nudity 
in certain spaces: Korean bathhouses are seperated by sex, but in the bathing sections, men are 
perfectly comfortable bathing naked with each other in a way that would shock many Americans.  
 
On the other hand, homosexuality itself and actually considering oneself transgender is less 
accepted in Korea than in much of the West. Christianity is one of the most popular religions in 
Korea, and many Christians in Korea are highly vocally opposed to gay rights. I got to see these 
societal tensions exposed at the Seoul Queer Festival, barely two days into my trip.  
 
Though I'd heard that LGBT issues were much less recognized in Korea, I was amazed to find 
thousands of people turn out for the festival. The fest took up the entire massive lawn in front of 
Seoul City Hall, and when the parade started, thousands of people jammed the streets of Seoul to 
follow drag show floats on a giant loop through downtown.  
 
Apart from simply considering Korean culture in the binary mindset I unintentionally was using, 
I realized that there were cultural norms in Korea and then forces struggling against those 
cultural norms. Yes, the LGBT scene was still gaining momentum, but on the other hand, 
thousands of people came out that day to support them. It became much more productive to stop 
seeing Korean and the US in terms of positive and negative cultural differences, and more 
intriguing and meaningful to just see them as different. I've been doing theatre for a year now, 
and as theatre is a great safe space for LGBT-identifying individuals to express themselves 
artistically, many of my friends are gay or otherwise non-conforming to gender or sexuality-
related norms. However, I was raised in a conservative Indian Catholic household, and so I'm 
aware of homophobia existing in modern society quite close to home. This dual experience gave 
me a greater cultural framework when understanding the debate in Korea, as I've often heard 
Catholics even in the US say that homosexuality is a sin, a declaration that made me very 
uncomfortable growing up with a more tolerant mindset, and the changing nature of Korean 
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attitudes towards the LGBT community almost seemed like a macrocosm for my own family's 
shifting viewpoints on the issue as me and my sister collectively introduce my parents to LGBT 
issues.  
 
The experience of going to a Pansori show, viewing and discussing Sopyonje, and spending a 
day at the Seoul Pride Parade showed me not only that I had approached Korea with the wrong 
intellectual lens, but that the country was different, dynamic, and constantly changing. I was 
instantly reminded of Chimamanda Ngozi Adichie’s talk “The Danger of a Single Story”, and 
realized that while I had understood the content of Adichie’s talk, I had still unwittingly made 
the same mistake of assuming a single story when I approached Korea. When we study culture at 
the academic level, there is often an undertone that gets carried, perhaps unconsciously, that 
Europe and America are cultures constantly in flux, while foreign cultures are static and easily 
identified. In my major, for example, we are intimately familiar with the periods of English 
literature, from Romanticism to Realism, Modernism and the Postmodern fragmentation of the 
present. However, it’s not often that we are taught the extent to which other cultures are similarly 
constantly changing on their own, and so we often fall into a trap of inherently assuming a static 
foreign world with certain fixed characteristics that denote it as “Other” from our own culture.  
 
These experiences forced me to think much more broadly about how I'd been approaching the 
world outside America, as well as my own value systems and how regionally and culturally 
specific they were. Americans, for example, love to rail on other nations and cultures for being 
backward in certain ways: for instance, every American television documentary I've seen about 
my country of birth, India, seems to me to be dripping with condescension about India's gap 
between the rich and the poor, the caste system, and a host of other characteristics that make my 
culture “foreign”. Americans are proud of their progressive society when it comes to LGBT 
rights, women's rights, and race equality, though the more I learn about these issues, the more it's 
evident that America still has plenty of progress to make on all of these fronts. More than this 
realization, however, was the realization that there are certain cultural flaws America has that 
Korea figured out much longer ago.  
 
I was very impressed, for instance, with Korean community-mindedness and concern for the 
natural world. On the bus or the train in America, anytime one receives a phone call, it's 
customary simply to pick up the cellphone and start talking. I noticed that in Korea (and in 
Japan, where I backpacked for two weeks after leaving Seoul), talking on one's phone is 
considered socially disruptive, and people put their phones on silent mode when they are on 
public transport. If they have to communicate, they much prefer texting, as nobody wants to 
bother anyone else by loudly talking on the phone.  
 
This is just one of many ways I noticed that Koreans pay much more attention to the needs of the 
people around them. When Americans eat out, each person orders a dish and receives it, and we 
all eat separate dishes at the same table. When we go out for drinks, the same rules apply; we all 
order our own drinks and chat, and it seems perfectly natural. It's just as perfectly natural for 
Koreans to go out and order food, but receive a huge amount of communal dishes called 
“banchan.” While each person gets their own dish, they all share most of the food on the table. 
When Koreans go out for drinks, they all communally order one or two side dishes to munch on.  
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It was a bit odd to get used to at first; whenever I went out to eat in Korea, I was always sharing 
with others in a way that I hadn't come across in America. The new arrangements forced me to 
pay a lot more attention to how hungry everyone else was, and make sure I didn't take more than 
anyone else. It also, however, gave me much more of a sense of camaraderie between the friends 
I was out with: the simple act of sharing food made me feel much more intimate with the friends 
I made than I had expected. The ends of meals were also much more comfortable; rather than 
having to wait for one or two people to finish their meals, most of us would finish our meals and 
keep eating our shared dishes, which kept getting refilled for free, until we were all properly full.  
 
Koreans also pay much more attention to the natural environment around them; in American 
cities, trash cans are everywhere, but streets are frequently still somewhat dirty. In Seoul and the 
other Korean and Japanese cities I visited, however, it was generally much more challenging to 
find somewhere to put waste, but the streets were much cleaner. Koreans also generally recycled 
a lot more and visibly paid attention to conserving energy, always taking care to dry laundry in 
the sun when possible, turning off lights, and saving water.  
 
Another interesting cultural difference was that of the communal bathhouse. In Korea, these are 
called jimjilbangs, and in Japan, they are called onsen. Jimjilbangs are public bathhouses-come-
saunas, found throughout Korean cities. They have a common area where men and women can 
socialize, eat, read comics, and relax in heated and cooled rooms, and they have private male and 
female-separated areas where people bathe.  
 
My main worry (and the worry of many other American students on the trip) was that in the 
bathing area, everyone was completely nude. There is no cultural framework for public nudity in 
the States, apart from public showers at the gym which still have curtains for privacy. However 
in Korea, it's very common for groups of friends to go to a jimjilbang, casually bathe, and hang 
out for an hour or two.  
 
The first time I went to one, I was naturally nervous, and my added worry was standing out as an 
Indian foreigner. When I went inside my first jimjilbang, I felt the steam of the sauna 
comfortably wrap itself around me as the door shut behind me, and sure enough, heads turned 
my way. Thankfully, as soon as they looked, perhaps for a second or two longer than I had 
experienced on the subway, they went back to what they were doing, though a couple of people 
smiled, noticing my discomfort. The first few minutes done, it actually got quite comfortable. 
The more time I spent at the bathhouse, the more I was glad that there was a space in Korea 
where men were perfectly comfortable being nude with each other. I've been to jimjilbangs a few 
more times since then, and it's become an incredibly relaxing experience. Honestly, I now feel 
disappointed that Americans aren't as comfortable with their bodies as Koreans are. I've gone 
with both my American and Korean friends, and I'm glad that doing so has made me so much 
more comfortable with my own physical presence and build.  
 
The main intellectual change I'm trying to articulate by describing these varied experiences is 
that I realized that I had fallen into the trap articulated by Adichie in her TED Talk; namely, of 
seeing Korea as a single story, with a defined set of characteristics. Even as an immigrant to 
America, with knowledge of the true complexity of India outside of Western stereotypes, I had 
still unwittingly approached Korea as a place with a certain set of characteristics that were 
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different from America, and with the mindset that those differences would make me 
uncomfortable, and it was only once I spent some time with my Korean friends and learned more 
about the culture through experiences like these that I realized it was so much more complicated 
than that.  
 
What I learned after even more time abroad was how I had fallen into another trap of thinking of 
difference through the lens of value. After about a month in Korea, I had identified certain facets 
of Korean culture that I preferred to America, and certain facets of American culture that I 
preferred to Korea. However, after more time with my Korean friends, I realized it wasn't so 
simple. Rather, I started to see difference simply for its own sake. It was pointless and tiring to 
keep a running tally in my head of what I liked about Korea and what I preferred about America, 
and to continually be judging each new experience I had according to that comparative lens. It 
was so much more intellectually refreshing simply to see difference and acknowledge that 
simply as just that, difference: not good difference or bad difference, but just an alternative 
cultural method.   
 
Another quirk of being abroad is that people would initially identify me as Indian, and I would 
have to make an extra effort to be perceived as American. They can't be faulted for this; I am 
ethnic Indian and so nobody in Korea would have a reason to naturally assume I'm American. 
However, when I moved to the United States, in order to adapt to my new country, I considered 
being Indian as associated with an identity of my past, and being American as my identity of the 
present and future. It's obviously impossible to escape an Indian identity, but I considered it 
simply as a physical feature, a surface characteristic that would mainly be ignored when I was 
with other, mostly white or East Asian American friends. However, when I arrived in Korea, the 
natural assumption of everyone around me, on the street and the subway, at restaurants and bars, 
was that I was Indian, and I would have to correct everyone I met with the fact that I lived in 
Illinois. They would then ask me where I was born or what my origins were, to which I would 
have to reply, in India. If and when Americans do this, I get naturally offended, as the inherent 
microaggressive implication behind their questioning is that I'm less American than they are. But 
when Koreans did this, they did so out of natural curiosity about my origins, so I wasn't angry at 
them. I mention this experience and difficulty not to complain about Koreans, but rather to 
describe a shift in my perception of myself, as being Indian became much more present as a fact 
of my identity. I had to realize that, beyond it simply being an accident of my physical 
appearance, I lived in India for a time and grew up in an Indian family, and that being Indian is a 
fundamental part of my identity that I can't simply file away under a subset of being American.  
At the end of my trip, trying more to contextualize what I learned abroad, it's also challenging to 
think of how I'll apply what I learned; how I will change and grow after this experience. I'm 
definitely not done travelling; in fact, going to Korea and Japan have implanted in me a bug for 
travel, a need that I didn't feel previously that urges me to explore more of the world. I've made 
plans to return to Korea to teach English, and may travel and work abroad after that. Regardless 
of where I find myself in the world post-graduation, however, there will be a number of internal 
changes in how I perceive the world. I have certainly become much more decentered in my value 
system; certain moral and habitual attitudes I held as logical were revealed to me to be very 
much a product of my American lifestyle, and I'm much more relativistic when I encounter new 
cultures and ways of looking at the world. I've also become much more aware of America as a 
global political and cultural force. My study of Korean culture and history has revealed to me 
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just how much of a presence the United States has abroad; in the present, American music plays 
at every Korean bar and club, and Hollywood movies play at every major theater. Historically, 
I've become much more conscious of American imperialism abroad; specifically how the United 
States supported repressive dictators in South Korea until the country finally elected a liberal 
democratic government in the 1990s.  
 
Being American used to be a natural part of my identity, and as a child immigrant, I perhaps 
naturally made an extra effort to see myself as a member of my new country. But my experience 
abroad has fractured that identity; I am much more conscious of a divide between how I see 
myself and how I view being a citizen of the United States. Bizarrely, visiting Korea has made 
me much more intimately aware of my Indianness, and I've realized that my value system has 
become much more decentralized. Behaviors, attitudes, cultural elements I used to take for 
granted as “normal” now seem to be “American,” and attitudes that diverge from that “norm” 
now seem to be to be just as acceptable as the American way. Whereas before I would have 
viewed bathing communally or sharing food as deviant from the norm, now I view the American 
desire for individualism and privacy alongside the Korean comfort with communalism and group 
intimacy.   
 
Overall, I'm not done understanding the changes that going abroad enacted in me. I'm aware of 
shifts in my perception of my American identity and in my approach to different cultures, and I 
have a much greater appreciation of complexity and the changing nature of non-Western 
cultures. Binaries that used to be unconsciously natural to my mind have been broken down, and 
the way I view the world has shifted from an “us/them” mentality to simply a set of unities and 
differences that aren't necessarily better or worse than each other, but simply distinct in their own 









 Even before I made the decision to accept my offer of undergraduate admission to the 
University of Illinois at Urbana-Champaign, the university was encouraging me to study abroad, 
boasting about offering one of the largest, well-organized and well-utilized body of study abroad 
programs in the country. However, I was rather indifferent to the idea of studying abroad until 
fall of my junior year. As I grew older, my peers and acquaintances were increasingly going 
abroad – both for leisure and for studying – and reporting either on social media or personally, to 
me, how amazing their experience was. Aside from a few anecdotes, my friends lacked a solid 
comprehensive explanation for why it was so enjoyable or life-changing. Their excuse was “you 
just have to experience it for yourself to understand.” So that’s what I decided to do, as I applied 
to a study abroad program in Rome, Italy for the summer following my junior year.  
 I wrote and reflected on my thoughts, feelings, expectations, and experiences abroad at 
all stages of the process: prior to departure, during my time abroad, upon and after returning 
home. Instead of composing generic self-narratives, I approached mine with an autoethnographic 
perspective, emphasizing “cultural analysis and interpretation of [my] behaviors, thoughts, and 
experiences in relation to others in society,” and especially focusing on the establishment of a 
“cultural connection between self and others representing the society” (Chang, 2008). Prior to 
departure, I analyzed decision, expectations, and unique perspective and cultural identity. I also 
chose a personal learning goal to carefully observe sustainability practices in Rome, to analyze 
their motives for sustainable practices, and to compare these with the sustainability practices I 
am familiar with in my own personal cultural context. While abroad, I kept a detailed journal. 
Not only did I chronologically summarize many of my activities, I also reflected on my cognitive 
and emotional responses to my environment, and I recorded observations for everything from 
weather to food to fashion to lifestyle. And, of course, I made sure to carefully record my 




I applied through the university’s Study Abroad office to Arcadia University’s program 
abroad in Rome, Italy for the summer of 2015 after deciding that Italy had been one of my dream 
destinations for a few years now, and I had reached a stage in my life that was perfectly suited 
for travel and exploration. I was new to my twenties, an era rightfully notorious for fostering 
self-growth and discovery through education, exploration, adventure, and risk-taking. By 
studying abroad in Rome, I would be integrating all of these practices and fulfilling one of my 
lifelong dreams. I chose to apply for a summer term because I wanted to continue learning in the 
summer while simultaneously, refreshingly, immersing myself in a new culture, lifestyle, and 
education system. Furthermore, I did not want to miss out on a full semester here, so I chose to 
go away for a summer term.  
Not only did I want to experience the rich culture and history of Italy and Rome, I 
specifically wished to go to Europe because it is a region of the world that I was less familiar 
with than other parts. As a first-generation American, I am somewhat familiar with most of 
Asian culture, even with all its inner diversity. I am also somewhat familiar with Latin American, 
and, of course, North American culture. However, Europe had always been presented as 
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somewhat of a fantasyland for young people to me. I wished to see the parts of its culture and 
lifestyle that are real and relatable; for example, how they do laundry, how they deal with heat, 
how sustainable they are, how technologically connected they are – not just the romanticized, 
famous food and scenery. I wanted to truly achieve a complete realization that all people are 
equal, despite culture, location, or physical features. Of course I knew this in theory, but it was 
hard to really ground myself in this fact, and I believed that studying abroad would really instill 
it in the core of my mind.   
I must be clear that the majority of cultural comparisons I planned on making in Rome 
could not have been classified as simply “Italian culture vs. American culture.” I can only 
compare a new cultural context to the one I am familiar with, which cannot simply be described 
as “American.” I, like many other Americans (especially people of color), operate on a multitude 
of different cultures, and none of them are mutually exclusive; rather, I operate in one big 
cultural medley that is unique to my own experience, consisting of several different subcultures: 
American, Indian, Bengali, female, liberal, modern, technologically advanced, etc. For me, the 
most prominent subcultural identity that influences my daily life and occupies my thoughts is my 
ethnic identity. As a first-generation American of Indian ethnicity, I am constantly faced with 
cultural struggles that are impossible to truly understand unless you yourself are a first-
generation American, especially of color. My struggle to maintain my Indian identity and pride 
while also upkeeping my American identity has largely contributed to my personal growth, in 
terms of becoming strong, open-minded, compassionate, liberal, and most importantly, 
outspoken. Unlike many others, I have taken a stand and refuse to feel ashamed of my ethnicity, 
including my parents’ native food and clothes and language and accents. My ethnic struggle has 
transformed me from a naturally shy, pushover-type to someone who stands up for myself and 
for others.  
Having a culturally diverse identity with its own set of hardships has uniquely shaped my 
perspective into something unique, so that everything I see in Italy, I would be able to compare it 
to the standard American way, as well as the Indian way, and the immigrant in America’s way, 
and the first-generation American way. A highly diverse individual cultural identity offers a 
more complex, interesting cultural and ethnographic perspective. As for a “uniquely American” 
identity, I suspected, that Europeans may look down on many of its associated characteristics. 
For example, American capitalism, and the American culture of working too much and and 
constantly keeping busy. Though I belonged to the American subculture of keeping busy and not 
being “lazy,” I had a feeling I may have to change to a more easygoing lifestyle abroad. I also 
felt as though, in an international context, American values particularly exclude family time and 
closeness with extended family. For example, I had noticed that, in India, an individual 
considered the entire family (cousins, uncles, aunts, parents’ cousins, etc.) with much greater 
importance and closeness than is seen in American culture. Once again, my diverse personal 
cultural identity came into play here, as I realized that my many visits to India had influenced 
this idea. These were just some of the preconceived notions I had, based on domestic and 
international experiences, tidbits of information I had picked up in daily conversation and media, 
and some knowledge I gained in academic settings.  
Abroad in Rome 
My arrival at Rome in early June was stressful and anxious, the result of a succession of 
delayed flights. However, after a few frantic emails, thanks to free airport Wi-Fi, I found the 
college counselor who was sent to receive me. As my stress levels, which were originally even 
more heightened by the disorganized and chaotic ambience of the Rome airport, dwindled down 
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in a taxi ride to my apartment, I was slowly overcome with awe and amazement at the fact I had 
actually made it to Europe, to Italy, to Rome.  The sun was extremely bright, or maybe I was just 
extremely sensitive to it out of exhaustion. The scenery was novel to me. I saw a few affectedly 
ancient structures, and I wondered if it was ancient or if modern Rome was deliberately 
romanticizing its past to appeal to tourists. Paula, the counselor, kept trying to make conversation 
with me and I was finding it increasingly difficult to listen and answer, because what I saw 
outside my window was calling my attention.  
I arrived at my apartment to find that I had unfortunately missed my roommates because 
they arrived early (or on time, I should say, because their flights weren't delayed). While they 
were out learning the locations of our school and of grocery and convenience stores, I’m anxious 
that I’ve missed these first introductions. I have a socially anxious predisposition and I knew that 
missing the initial introduction phase that a group undergoes can really have a negative impact 
on someone trying to integrate into the group later. I knew a few hours could make a big 
difference, but I forced myself stay hopeful that I would be able to quickly develop a mutually 
comfortable relationship with them. I did not want to ruin my day by worrying over things I 
could not have controlled. I am glad I did this, because I learned, during later outings, that a sour 
mood impedes vision and learning abilities, and in order to make the most of a precious situation, 
such as a summer day exploring Rome, one must make an active effort to really keep at least a 
neutral, if not positive, mindset. Everything turned out well with my roommates in the end, 
anyway. 
Paula was amused by my incredulous reaction to her suggestion that we grab lunch at one 
of the pizza places “across the street.” I had never lived anywhere where I could just go right 
across the street and have immediate access to a multitude of little stores to cater to my needs. 
The pizza store was designed just like the little by-the-slice stores in big American cities. I got 
two slices of pesto pizza, thinking “how Italian!” and noticed some little fried balls sitting in the 
display. Paula explained to me that they are called "suppli," deep-fried balls of rice and cheese, 
and insisted on buying me one. Though I was not too hungry (I ate plenty on the plane), I wasn't 
going to turn down Italian pizza upon arriving in Rome. The pizza was delicious, so different 
from what I'm used to. It was fresh, with a thin crust that was both soft and crispy in just the right 
places. It did not taste like a greasy heart attack, like our American Papa Johns does.  
There were also little stalls, kind of like garage or mini warehouse spaces, containing fruit and 
produce stands. It was like a farmer’s market, but it commonplace and daily businesses, not a 
special weekend family activity like in America. It amazed me that, should I need groceries or 
food, I would not have to get in a car and drive 15 minutes to get somewhere, shop, then drive 
back. So far, I was pleased by the simplicity, convenience, and locality of food culture in Rome. 
Moreover, I realized that many of these characteristics were not specific to Rome, but applicable 
to cities. I had never lived in a city before, so the novelty of Rome mixed with the novelty of 
urban life gave me an entirely new lifestyle. 
While walking to dinner the first night, we casually passed the Colosseo. It was huge, and 
we all take plenty of selfies with it. Amazed, we walked through the historic center of the city, 
which was littered with ruins. I realized that these ruins are a part of the city's fabric. It was our 
first experience in the historic center, walking on cobblestones on a warm evening while 
Bangladeshi vendors chanted "SELFIE SELFIE SELFIE," trying to sell their selfie sticks to 
swarms of tourists. Later, we found we would pass the Colosseo pretty often, and though it 
would never cease to amaze us, its novelty did fade. On the first night, though, it was more than 
surreal to us. I realize now how exposure affects perception in cultures. It is the same across 
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cultures. Roman locals are unfazed by their vast collection of ruins because it has become a part 
of their daily culture and exposure. They are amused by tourists who revel in the glory of it all. 
Americans are no different – many urban residents chuckle at tourists taking pictures with 
monuments novel to them, because they are so familiar with it. This occurs with all sorts of 
novel experiences; for example, seniors’ disdain or condescension toward freshmen, or a 
longstanding employee’s superior attitude towards a new one. We could all stand to learn some 
compassion. Don’t seniors remember being freshmen? Don’t locals remember when they were 
tourists somewhere else? 
Our dinner was extremely long, especially considering our jetlag. We were confused as to 
why the dinner lasted over two hours, with over 5 courses, from an array of fried antipasti 
(appetizers), to bread and pasta and salad, to personal pizzas, and desert. We later learned that 
dinner in Italy is almost always a long, late, and slow social activity, meant to be full of 
conversation and bustle. Though I did not know this before, it does meet my expectation of 
Italian culture as being at odds with the fast-paced, busy American culture.  
We were also given wine with the meal. It was the first time that I had ever seen 
academic advisors actually encourage students ranging from 18-22 to drink alcohol! However, 
they taught us that wine is commonly drunk in Italy with dinner, with only a small bit poured, 
and sipped slowly, with class. They felt the need to explain this to us because they have a 
preconceived notion that we Americans, when presented with alcohol, like to chug it and act 
extremely drunk and uncivil. Though I have seen a fair share of Americans do this, it is not 
accurate to assume this is characteristic of American culture. America, of course, is an extremely 
diverse nation with many different types of people. The drunk American is only one type of 
American. Desert was tiramisu in little cups. I was surprised because my American experiences 
with tiramisu have always been in cake form, so I always assumed tiramisu was a cake-like 
desert. Here in Rome, however, I learned that it was more of a panna-cotta type desert. It was 
more wet than dry. The texture of the ladyfingers and taste of espresso really stood out.  
I also noticed that, in the restaurant, the customers, chefs, and wait staff treated each other like 
they were each other’s good friends or family. I realized that Italians, like Indians, were inclined 
to create down-to-earth, authentic relationships and communities where they could, rather than 
the more polite, superficial real community vibe rather than a strict, polite, and impersonal 
setting in many American businesses and settings. I had never seen such openness and authentic 
joy in the interaction between customers and staff in the U.S., which was a sad thought. 
Furthermore, Italian meals were clearly just as much about the social aspect of it as the food 
itself, which is sometimes the case in America (for ex: grabbing froyo with a friend), but there is 
also a huge subculture of eating alone. For example, many Americans eat in front of the TV or 
while working on something, often sacrificing the pleasure of social interaction for the sake of 
time or individualism.  
One week, our class took a field trip to Palermo, Sicily with our professor, Dr. K, who is 
a very reputable scholar and head of UNESCO. Outside of class, on this trip, she participated in 
many intense political and ethical discussions within our group. One night we debated the right 
to a free higher education at the college/university level.  This turned into a very heated debate 
and emotions ran high. Analyzing America from outside of America is very different than 
comfortably analyzing America from within. 
The next day, I was alone with her for some time and we continued the discussion 
amongst ourselves. I hadn't thought much of the topic before, so I was just picking her brain. She 
told me that in Europe, education is free, and there are opportunities for students to go to 
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universities in other European countries for free as well, like a continental exchange program. 
She argued that it's not fair that in America, only the socioeconomically privileged have access 
to a great education. I could not disagree. She argued that education is a fundamental human 
right, which I had never heard said before in America. She criticized America for treating it 
instead as a business and a luxury. I later asked another local his thoughts on the topic, and he 
asserted that "of course everybody deserves a free higher education!" with no hesitation, as 
though it was ridiculous of me to even ask. It was interesting to see the stark difference in values. 
I realize that America is really run by capitalism. Americans are often appalled by many foreign 
cultural practices, but here, I was able to hear a personal example of how others are appalled by 
certain American practices.  
 
Sustainability Practices: My Personal Learning Goal 
  
My personal learning goal, which focused on energy-saving practices in Rome, was quite 
easy to investigate. I could immediately tell that the mindset of the common person in Rome was 
more eco-friendly than in the U.S. For example, in Italy, everybody walked everywhere, or took 
the metro and then walked. In America, especially in suburban areas, walking for functional 
purposes is almost a nonexistent practice. In my suburban Maryland home, there are very few 
stores I can walk to, with the closest being at least a mile away, and others would consider it 
strange if I chose to walk or bike there than drive. Biking to places for functional reasons is 
looked down upon as a children’s activity. Furthermore, there is a huge American subculture of 
avoiding and complaining about extra physical effort, even if it is as simple as walking for half 
an hour. In Italy, we ended up often averaging walking 10 miles a day. Even the elderly would 
walk plenty, and it was no problem for them because they had done it their whole lives, and it 
was the only way they knew. In America, not only are my opportunities to conserve energy by 
walking or biking extremely limited, but efforts are also often socially discouraged.  
Most available produce in Rome was local and fresh, and cheap. Imported produce was distinctly 
labeled as such, priced higher, and really only found inside higher-end grocery stores (never the 
outdoor stalls). Here in America, it is the opposite: if food is local, it is distinctly marked as such 
and priced higher, because it is rare – most food is imported from faraway locations, even 
internationally. In Rome, the farthest imports I saw were just other parts of Italy, like Sicily or 
Milan. Clearly, Rome saves a great deal of energy by not wasting vast amounts of fuel and other 
natural resources on food transportation.  
Italian families and homes do not use dryers. I asked some residents of Rome, and they 
were confused as to what a dryer even was, and then they were confused as to why it is even 
necessary. In Rome, everybody hangs their clothes up on clotheslines outside. Some of the most 
famous, characteristic photographs of Rome are of clothes hanging on outdoor clotheslines in 
between tall, old, rustic, Italian houses. So you can say that part of Italian culture's charm and 
fame is based in its energy-saving practices. They do, however, use washing machines. In this 
sense, they are similar with American culture, but they differ from much of Indian culture, in 
which the laundry is still mostly hand-washed, and washing machines are considered a bit of a 
luxury. There is a spectrum of laundry-related sustainability practices, with different motives, 
which we must consider. I have seen and heard very little concern about saving water or energy 
to preserve the environment; rather, it seems that financial motives play a large role. America has 
so much wealth that having both a washer and dryer is considered a necessity. Italy, less wealthy, 
 225 
is content with a washer, considering a dryer to be unnecessary and extravagant. India, also less 
wealthy, considers both washers and dryers to be extravagant luxuries.  
Though financial motives often prevail over moral motives for practicing sustainability, 
this was not always the case in Italy. For example, each of our student apartments came with 
three different bins, for trash and two different types of recycling: glass and plastic. I have seen 
very few American homes make these distinctions. Furthermore, the dumpster was right in front 
of the apartment building, making it easily accessible, and it was divided into trash and recycling 
chutes. Rome was making recycling accessible and convenient for its citizens. In America, 
recycling is seen as a burden, since different bins are required and there are different collection 
days for trash and recycling. Many Americans, therefore, do not prioritize recycling, because of 
the extra time and effort it requires, compared to Italy. Furthermore many public and private 
American spaces lack garbage cans and lack even more recycling bins, which creates a littering 
problem. Once again, I cannot separate my knowledge of Indian culture from my observations, 
and once again, I am reminded of my relatives’ homes in India, many of which don’t even have 
trash cans because they have very little trash! Instead of toilet paper, they use water, and, instead 
of paper towels, they use rags that are washed and reused. Most “trash,” like food boxes, plastic 
bottles, or containers, are often cleaned, saved, and reused, and the majority of the rest of their 
trash is food waste, which is used as compost.  
Though I acquired much of my personal learning goal knowledge from interviews and 
direct observations, there was also a website, Frommers.com, which described eco-tourism in 
Rome and really resonated with me. While locals may be used to an energy-saving lifestyle, 
Rome is a hub for tourists who may be accustomed to a less sustainable lifestyle and who may 
contribute to the depletion of Rome's energy. This source taught me about the practice of active 
eco-tourism, which was novel to me. I always assumed everybody maintained the same level of 
sustainability-mindedness regardless of what they were doing or where they were going. Now I 
know that people change their approaches to sustainability when traveling, and we should be 




While abroad, I truly learned something new and amazing about Rome and Italy every 
day. Every day, I learned new things, but many of my cultural expectations were met. Aside 
from the location itself, a big aspect of the study abroad experience turned out to be the group of 
American students I was with in my program. They come from all over America (from Texas to 
Chicago to Ohio to Boston!) and it's ironic how much I learned about different parts & values of 
America while in Italy. Though we had many differences in values, we also helped each other 
grow. I've learned that while certain things are valued to the highest degree in some parts of the 
world (ex: food and food as a social experience in Italy), it is not so in another country, and to 
accept these differences without judgment.  
Also, as an American, I could tell I was often perceived negatively simply because of my 
nationality. And now that I know how that feels, I know to never subject another person to that 
type of disdain or discrimination. Additionally, I learned so much about international 
sustainability practices. I realized that in America, the motives for saving energy are often based 
on protecting the environment and other species, or of saving money on an electric bill. 
However, in Europe, I found that the motives differed; for example, safety (not leaving lights on 
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for fear that a fuse will spark and light the place on fire), or saving water because there is a 
limited water supply and others need it too.  
Upon returning to the states, I realized I have changed in so many ways – for example, I 
am more patient and grateful, more mindful, less judgmental and more accepting, more active 
and happily so. My entire lifestyle changed in Rome, and there are certain practices I've learned 
that I know I will keep for a long time, such as air-drying my clothes, and dousing my salads in 
balsamic vinegar. I was so busy exploring my surroundings during my study abroad experience 
that I did not keep up with my friends and family much. I was busy living my life abroad. I 
understand what my friends meant when they said I had to experience study abroad for myself to 
understand the gravity of its impact on character and experience. However, I believe, through 
autoethnographic analysis, I can now describe my experiences in a fairly eloquent, 
comprehensive manner. 
One characteristic I improved in myself is compassion. In Italy, many locals did not 
speak English. I was, for the first time, placed in a situation in which I was the foreigner who 
could not communicate properly. Did they think, “who is she to come to our country without 
learning our language first, and exactly as we speak it, with no flaws or accent?” While some 
locals were definitely annoyed with me, there were so many kind Italians who were so 
compassionate and did their best to communicate with me effectively. I am so grateful to them 
for showing me kindness. In America, especially on campus, I hear self-entitled native English 
speakers complaining about how their “TA doesn’t speak English,” when I know that that TA 
does speak English just fine – the American simply does not feel obligated to try a little bit to 
understand his/her accent. I hear racial intolerance and national privilege in these rude, 
unrelenting complaints. After being on the other side, my compassion for international students 
and foreigners in America has really set in.  
I have also learned about patience, pace, and gratitude. It is not prudent to always be 
busy, distracted and overwhelmed. Two months in Italy was not enough, and though I did plenty 
of exploring, I later realized how much more I could have done with a bit more effort. Now I will 
take the time to appreciate my limited time here on campus and the beauty that is 
everywhere…in the trees outside my apartment, in my walk to work, in the quad. Re-entry was 
tough because I had to let go of a lifestyle I worked hard to become accustomed to. After months 
of fresh food, plenty of walking, and a warm community, I was stuck in boring suburbia. The 
idea of “community” in my hometown is not half as rich, warm, or authentic as it is in Rome, but 
perhaps I could try to make it more so.  
I have conferred to my friends and family some of the lessons I learned abroad, and the 
lifestyle changes I have applied here; for example, I used to take the bus everywhere, but now I 
always walk everywhere on campus. Those who have been abroad can often relate, which is 
nice. For those who have not been abroad, it is more difficult to understand. It’s so easy to forget 
and get caught up in a humdrum lifestyle again, but I have been actively reflecting on my abroad 








Sample 3: English Major—San Joaquin, Costa Rica 
 
My Study Abroad Experience  
 
 This summer I spent seven weeks studying abroad in San Joaquin de Flores, Costa Rica. 
The experience was much different than the typical study abroad experience, as I spent time 
before, during, and after, my time in Costa Rica to think critically about my reasons for studying 
abroad, my in-country experiences, and the ways in which I had changed upon re-entry to the 
United States. Additionally, I set a learning goal for myself—to explore the food of Costa Rica, 
including how it is made, what some of the staple ingredients are, and the role that food plays in 
the Costa Rican culture. To my surprise, by focusing on this learning goal, I was able to 
completely immerse myself in the culture and avoid solely being conscious of my own 
experiences there. Viewing things through the lens of my learning goal allowed me to understand 
the perspectives of those in my host society and urged me to challenge my views of the world. It 
forced me to question and think deeply about my own national identity and draw conclusions 
about how I have changed, how my views have changed, and how I can translate my experiences 
to global competencies.  
 In order to accomplish these things, I had to evaluate my goals and myself before leaving 
for Costa Rica. First, I wrote about the reasons that I chose to study abroad in San Joaquin. At 
this time, my number one reason for studying abroad was to improve my Spanish. Additionally, I 
wanted to step out of my comfort zone in many ways—one, by traveling independently to a 
different country, and two, by immersing myself in another culture and living with a family 
different than my own. Next, I thought about my own culture before I would immerse myself in 
a new one and begin to think critically about the differences. Through the readings and 
assignments for this class, I learned and established that I operate in many cultures on a daily 
basis—I operate in the University of Illinois culture. Being a student at this university has led me 
to become part of the culture here, by following the many rituals and customs on campus, such 
as staying out late at night, going to the library every day, and doing many of the things that a 
typical student at this university does. Additionally, when I am in my hometown and with my 
family, I operate in another culture. I uphold more strictly to the values that my parents instilled 
in me, and I perform some of the common rituals of our family. When I am home, for example, 
my family always eats dinner together and the dinner table, with no distractions. Although I 
know that there is much more to my culture than these things, I was able to begin thinking about 
my culture in preparation. Furthermore, the reading assignment about American culture really 
prepared me to notice differences and begin to think more critically about American values, such 
as the concept of time and the control of it. When I left for Latin America, I was prepared to be 
in a place where the concept of time was not valued and people were not as concerned about 
trying to control it. Having all of this in mind prepared me to go into the experience with the 
right mindset to begin thinking more globally.  
 With all of these things in mind, I went to Costa Rica prepared to immerse myself in the 
culture and begin to find answers for the many questions I asked as part of my personal learning 
goal. I made a plan to try as many Costa Rican foods as possible, which I knew would not be 
difficult for me, because I love food. I also planned to do a lot of observation, especially of my 
host mother cooking. Furthermore, I planned to interview my host mother about the food she 
cooks and how it plays a role in her family.  
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 As soon as I got to Costa Rica, I noticed clear cultural differences because of the 
preparation I did before arriving there. Right away, I noticed that my family typically ate dinner 
very late. This is something that I kept in the back of my head to think more critically about later. 
I made many observations in the beginning days of my time in Costa Rica about the food, but 
also many other things. Some of the interesting things that I noticed in the very beginning were: 
almost all families hung their clothes out to dry, Costa Ricans put toilet paper in the trash can, 
they eat a lot of rice and beans and a lot of ice cream, my family always showered in the 
morning, and there was never very much food in the fridge. Instead of writing these differences 
off as weird or just different as I might have in the past, I decided to keep them in mind for the 
rest of my time there in hopes to find out more about them and learn more about the culture that I 
was in and my own culture.  
 One of the first assignments for this class was to observe people in a public place—this 
really helped me clearly view and think about cultural differences. It also made me more excited 
to continue to explore these things. I decided to observe people at a restaurant/ ice cream shop 
called Super Snacks, which was located right by the Instituto where I attended classes. My 
friends and I used to go there in between class for ice cream, because that just seemed like the 
right thing to do in Costa Rica. When I went there to observe people, I realized that this thought 
was true. Within minutes of being there, I noticed a large group of business people enter the shop 
for some ice cream—they were all dressed in business casual. I assumed that it was their lunch 
break. All of the people in this group ordered an ice cream cone, and they all walked outside and 
began chatting. This entire situation took me by surprise—I thought to myself, ‘why are they 
eating ice cream on their lunch break?’ and, ‘why are they standing outside the shop talking like 
they have all the time in the world? Why are they acting so casual? Experiencing this made me 
think of a conversation that my friends and I had with our history professor, Carlos. We told him 
that we did not have free standing McDonalds ice cream stores like they did in Costa Rica, and 
he explained that Costa Rica has something called an ‘ice cream culture’. People love ice cream, 
there is ice cream everywhere, in the fronts of restaurants and grocery stores, and they eat it all 
the time. With this in mind, I began to understand why these coworkers were eating ice cream 
during their lunch break—it was part of their culture, just as coworkers in the United States may 
eat doughnuts together for an early morning meeting. Additionally, I took particular notice of the 
fact that these coworkers were acting so casually—they were not too professional to be standing 
outside of Super Snacks eating ice cream with their colleagues. While I was constantly checking 
the time to make sure that I would get back to the Instituto in time for my 2:00 class, these 
professionals seemed to be without a care in the world--it was as if time had stopped for their ice 
cream date.  
This experience helped me understand what I had read about and had been told many 
times before: In many other countries, outside of the U.S and especially in Latin America, people 
are not as concerned about time—their lives are not controlled by time like ours are. Getting to 
observe this first hand was very helpful for continuing to think critically about differences. 
Furthermore, this observation led me to think about my own culture and why we do things. I 
identified the fact that in the U.S., our lives are often controlled by time, but I began to wonder 
why. I thought, why do we care so much about time, while Costa Ricans are able to live their 
lives without as many time constraints? I became excited to be questioning my own cultural 
values of time and to begin trying to live like a Costa Rican and adopt some of their cultural 
values.  
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 This experience helped me continue thinking about things like this—to question my own 
cultural values and identity and to begin thinking more globally and understanding the culture 
and the perspectives of those in Costa Rica. In addition, this experience helped me begin to think 
about some of the observations I made during my beginning days in Costa Rica, and I began 
finding answers to my questions. For example, I observed that my family always took showers in 
the morning, no matter what. They were very surprised that I took showers at night rather than in 
the morning. In fact, I learned at the end of the trip that my younger host sister, Tatiana, had a 
very difficult time understanding this. Every once in a while, she would talk to her mother about 
how strange she thought the fact was. At first, I too had a hard time understanding why it was 
strange for me to take a shower at night—it made sense to me to do that. I also thought it was 
strange that it was customary to always take a shower in the morning. In the U.S., shower habits 
vary from person to person. However, because of my observation and the pre-departure work 
that I did, I was able to understand that this was just a cultural difference. I talked to my host 
mom about it, and she explained to me that most Costa Ricans really value cleanliness—they 
want to make sure that they are clean and presentable in the morning before going to school or 
work. As for the reaction of my younger sister, Tatiana, to my shower habits, I understood that 
she is a young girl who found it difficult to understand my customs that were different than her 
own.  
 One of the most helpful experiences for understanding Costa Rican culture, my own 
culture, and more information about my personal learning goal, was interviewing my host 
mother, Lucrecia, about Costa Rican food and the role that it plays in her family. I knew that she 
would be the best person to ask because she does all of the cooking in the family. She showed 
me how she cooks rice and beans—two staples in Costa Rican culture. Because she works during 
the day, and because they eat these for almost every meal, she always has a pot of rice and a pot 
of beans slow coking during the day. Before coming to Costa Rica, I knew that rice and beans 
were an essential part of their culture—however, I did not exactly understand why. Talking to 
my host mom helped me understand that there does not need to be a reason for every part of 
culture. They eat rice and beans so often because they are cheap, delicious, and filling, but also 
just because they are part of the Costa Rican culture. I also discovered the reason for why the 
fridge always seemed to be nearly empty. My host mother explained that every day after work, 
she buys fresh meat for dinner, and that it is customary to do so. This made sense to me, because 
many of my other friends also observed that their host families did not have food in their 
refrigerators either. The reason for this is that meat there is typically better fresh. It is not 
packaged in the same way as the meat here, and so it is best to buy it and then eat it fairly 
quickly. Furthermore, I noticed that my family and all of my friend’s families did not seem to 
snack at all throughout the day. This is also a custom that explains part of the reason why the 
refrigerator always seemed to be empty.  
 Next, I talked to my host mother about the role that food plays in Costa Rican culture, 
and more specifically, in her family. She began by telling me that she cooks because it makes her 
happy—but more importantly, she does it because it makes her children happy. She strives to 
ensure that her children are always adequately fed so that they can continue to live happy and 
healthy lives and succeed in school. This also shows them that she loves them. When there is 
company at the house, she always feeds them a large portion of food to show them that she cares 
about them and that they are welcome in her home. I realized that I had experienced this 
throughout my stay there. My host mother always fed me first and always gave me the most 
food. All in all, her point was that she believes that food brings people closer. This is why we 
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always ate dinner together every night, and also why she always got angry with my siblings, 
Manuel and Tatiana, for not coming to dinner as soon as they were called to do so. She said 
something along the lines of—‘they should appreciate the opportunity to eat together and enjoy 
this delicious meal.’ This interview was definitely eye opening for me. Once again, I thought 
about my own cultural values and national identity.  Hearing about the way that my host mother 
thought about food made me think about my own views. I realized that in general, in the United 
States, we value convenience—which is why my real mother tends to buy food in bulk, so that 
she does not have to make too many trips to the grocery store. Additionally, the fact that we 
value convenience is very clear when I think about how we have so many fast food restaurants, 
and families do not always eat together—often times, we eat something convenient and do so at 
a time that is convenient for us. I realized that I do not appreciate food or the time spent with my 
family as much as my host family does.  However, spending seven weeks with my host family 
and experiencing the way that they live made me question some of the things I do, and become 
more aware of them. It helped me recognize and understand the different—but laid back, 
appreciative, Costa Rican culture, which I have began to incorporate into my own culture based 
on my experiences there.  
 In sum, throughout my time in Costa Rica, I viewed things differently than I typically do, 
which has led me to permanently change my way of thinking. Rather than being judgmental 
when I observe cultural differences, I try to be thoughtful and understand the reasons behind 
things, and understand other cultures, people, or whatever it may be. Additionally, I am now 
more aware of my own culture, values, and identity, which I thought about critically and made 
changes to, in Costa Rica. Viewing things through the lens of my learning goal allowed me to 
learn in depth about Costa Rican food, and also learn things about myself and my views of the 
world. By focusing on my learning goal, I made many discoveries about Costa Rican culture that 
I would not have otherwise. Furthermore, it helped me learn from their culture and become more 
appreciative and laid back. I have begun to think more globally—I now feel like I understand the 
culture of Costa Rica, my own culture, and why they are the way they are.  I am prepared to 
continue to challenge my views of the world and continue to translate what I learned in my study 




Sample 4: Earth, Society, and Environmental Sustainability Major—Cape Town, South Africa 
 
Why I chose ‘Development’: 
 
As a student of environmental sustainability, I have tirelessly searched for the last two years for 
the most meaningful way in which I might chose to apply my mind after I leave university. I 
figured for a long time that would mean that I would research clean energy alternatives, pollution 
absorption, or maybe agriculture. I came to find that none of those things would every matter if 
we did not first figure out how to bring some power to the marginalized people of the world. To 
me, this meant that I needed to study development, and it is the majority of the reason why I 
chose this program in Cape Town. I believe that if we cannot figure out a way diminish peoples 
from being exploited and marginalized, I see no way of somehow aligning the whole world’s 
particular developmental interests’ with environmentally sustainable practices. I have held this 
notion in tandem with the fact that developing nations are increasingly pushed to modernize, to 
fashion multi-faceted economies of scale, and join the global market. Of course, as people 
become exposed to the cultural products of more economically developed nations, they want the 
same opportunities for themselves. Every urban citizen deserves adequate municipalities, social 
services, and a shot at happiness. 
 
I chose to study abroad in South Africa because it has, to me, one of the most epic tales of any 
industrial nation, where the majority of its people were legally suppressed along racial lines for 
close to a century, and suppressed by antiquated laws for much more of the regions history. Even 
21 years after apartheid was abolished, so many South Africans continue to suffer from the 
neglect of the former regime. The urbanization from in-migration and immigration to follow 
occurred at an unprecedented rate that the new government did not plan for, and it still very 
much struggles with violent conflict rooted in ethnic tensions exacerbated by high rates of 
unemployment and poverty—and it this is considered a “developed” nation. I had hoped to learn 
from my service-learning studies there was how complex social factors of a places shape how its 
citizens relate and interact with it, from their engagement with social concerns and the 
government, to how they interact with each other at work, in school, and at home. What I learned 
from my experiences in Cape Town is that a society’s economic and cultural drive towards 
global relevance is as damning as it is inevitable. It is inevitable because our increasingly more 
urban world is comprised of all kinds of people who all desire greater opportunities in their 
nations, which is becoming increasingly homogenized by international corporations who come 
into so-called “developing” nations. It is damning, however, because the consequence of 
opportunity from the modern global economies is a kind of neocolonialism. The phenomenon is 
not unique to Cape Town, but is in fact everywhere, and it does not manifest well for the 
marginalized people of developing nations. I spent most of my time in South Africa trying to 
imagine different ways in which a human-center developmental model would work, instead of 
the structurally economic one that persist, and therefore make up most of what people imagine 
when they hear the world ‘development.’ I concluded that I did not have enough time there to 
come up with an answer, but through my service work and my studies, I did learn quite a few 






Learning my assumptions 
 
Though many of the people I met in Cape Town had education than I, they generally knew far 
more about my culture than I did theirs. This lead to a lot of uncomfortable conversations for my 
peers and I. However, the South Africans we spoke to seem at ease with our ignorance, neither 
surprise, nor critical. What was uncomfortable was a discussion that ensued after my class read 
an excerpt by a traditional KwaZulu-Natal writer, and descendent of Nelson Mandela, about a 
tribal practice that would make any westerner’s skin crawl. The practice was a regular one, 
however, and in the context of Mandela’s prose, which he attempted to disclaim as being from an 
traditional Zulu point of view, it appeared to me as an initially unsettling, but not harmful 
practice. The Zulu man prefaced with his consideration that his culture’s mentality and that of 
the westerner was irretrievably different. My professor had given us this piece to prove to us that 
fact with the class discussion that followed. Many of my fellow female American classmates 
were utterly horrified that I had the audacity (and the grounds) to defend the traditional practice, 
for they saw it as a violation of basic human rights. What was surprising about this discussion 
was that I found myself at ease, while they remain deeply agitated, and I remembered how other 
South Africans did not mind that I was ignorant of their culture even though I was in their 
country. It clicked right then that I had learned one of the most valuable soft skills until this point 
in my life, after only a few short weeks of study. 
 
I had managed to unlearn some of my cultural assumptions as a westerner, and allowed for my 
host culture to briefly fill me up with another set of values. Once I learned how to do this, 
understanding my host culture became much less painful, and I was able to better empathize with 
its complexities because the pieces of the picture began to fit together in a more predicable way. 
In short, nothing surprises me anymore. There is no kind of culturally normative behavior that I 
could not handle. I was also able to see why my American peers some times became very 
distraught over various cultural differences of life in South Africa. This skill helped me to take 
command of my insights as a westerner in a non-western culture, and become defter about what 
assumptions I made about my host culture when evaluating specific concerns about the discourse 
of my development work. The result is a more comprehensive, political, and more worldly—me. 
 
On Development, as a Westerner 
 
Upon examination of the fact that I have arrived at a lot of conclusions about ‘good’ and ‘bad’ 
development based on a set of principally occidental assumptions, I began to ask myself why it is 
that I have felt like my life is so much more worth having. Why is it that I felt confident in 
assuming that the kids I was working with in this Cape Townian township should want to have a 
life more like mine? That I should feel confident that I am helping them, instead of simply 
imposing my own ideals on their home turf. I have learned in the last few weeks that there are 
hundreds of reasons why that is, but more interestingly, there are only a few ways to think of 
those attitudes as being essentially based on encultured assumptions. It is a new and interesting 
way of positioning myself on the global socio-economic scale now that I have come face to face 
with what the World Bank actually defines as poverty. While in the rational sense, I have this 
certain set of assumptions because I am descendant of a culturally imperialistic society, in an 
abstract sense I must also question why my culture is still so imperialistic. The estimation I have 
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arrived at has everything to do with capitalism, and while this may be because environmentalists 
stereotypically like to blame capitalism, I think most people would agree that I could make a 
reasonable argument for believing as such, which is what I will attempt to do here. I will discuss 
this set of struggles with regard to what I have seen and learned since my arrival in Cape Town, 
as well as the foundational knowledge I have received from my last three years in school that I 




One of the first things I learned in my first few months studying sustainability is that there are 
quite a few ways in which consumers are tricked into believing that they are being responsible 
stewards of the earth, when in fact they are just the prey of a few smart marketing techniques. 
Words like ‘all natural’, ‘organic’, and ‘eco-friendly’ are all commonly used in order to portray a 
brand as engaging in environmentally responsible practices. In reality, however, most people are 
spending a little extra money to buy their same generic dish soap with a green label. Finding 
brands that are actually environmentally responsible is pretty much as close to impossible as 
finding the world’s best cup of coffee. The goodness of anything is always relative, which is 
what I have learned through our classes’ collective inquiry into self-reflexivity. In preparing my 
thoughts for this paper, I realized with a cynical kind of chuckle the similarity between the use of 
the phrase ‘all-natural’ on green-washed product labels and the narrative of developmental 
projects in the third world. While I have advised my friends that they are wasting their money 
trying to ‘go green’ by consuming more of the same stuff, I realized that I was fooled by another 
manipulated word: Development. I flew half way around the world to educate myself on 
something I already knew. We do not have any great idea of how to end poverty, and in many 
ways, I feel like the word ‘development’ has become yet another marketing tool. 
 
There are a few parts to my own feeling of being manipulated. For one, if what I said above is 
true, and I already understood that community development discourse is more complex than 
most people know, and subsequently exceedingly difficult to effectively practice, then I have 
been sold more of the same thing in another more seemingly exotic package. In this sense, I was 
fooled by the use of the word ‘development’ in the same sort of way that I told my friends at 
home they were fooled for buy ‘green washed’ products. This revelation was the one that made 
me chuckle. It made me realize my own arrogance for feel as though I had figured it out, that I 
had already learned to be critical of what I am being marketed to, but this revelation snuck up on 
me. This is of course symptomatic of the mentality that I have been enculturating since birth. It is 
the arrogance of the west, as brash as that may sound, by which I have come to gather a greater 
understanding of in the last few weeks through reflexive practices, and somewhat through a new 
definition of hegemony. The idea of hegemony I think reflects much of my initial behaviors, as it 
is most explicitly reflexive of our being westerners who have come from so far in order to ‘help’ 
people who were born in a less privileged situation. 
 
I also came to realize that that I had an expectation about what it would mean to be in a 
community developmental program. My educational history is riddled with how Western powers 
have persistently indoctrinated other societies with the idea that their form of civilization, with 
democracy, the free-market economy, and individual liberties protected by laws, was the right 
form, and thus the rest of the non-European was uncivilized. I do not mean to sound accusatory 
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of all westerner for having this generalized mentality that I am describing, because I am would 
not blame anyone for taking advantages of the privileges that I myself have been endowed with. 
I only mean to draw a parallel with this tone and the tone that some authors, like Leonard Frank 
in his piece, The Development Game, speak with when they premise ‘development,’ as being a 
word that can be spun into something of meaning, used and abused by the like in order to make a 
positive report for World Bank, but doing little to be engaged in any meaningful way for the 
people it is supposed to serve. It is an aggressive way to imagine the seemingly good intentions 
of people. I came to Cape Town with the good intention that I might touch a few lives that suffer 
from a condition that I have never had to bare. After being here and studying development, and 
applying my experiences here with my knowledge of sustainability, I have come to understand 
that I am here not to really make a difference. I am here to just give people a taste of hope that 
they might be able to make a difference for them, I am here to try and understand how hard it is 
to really make a difference, even in a nation built on a popular social movement of its largely 
repressed citizens. 
 
I have experimented with the idea presented to me by a few authors in my studies at University 
of Cape Town that my position of power as a wealthier educator might serve as a representative 
role model (Camacho, 33), whereby the ‘developee’, if you will, would wish to emulate the 
person in power so that they might one day have some power of their own. On one hand, this is a 
powerful tool, and a seemingly logical way to use power in order to motivate peoples to become 
participatory, and in turn reduce their chances of perpetuating the same marginalized condition 
for themselves and their people. On the other hand, however, to imagine that people will follow a 
good example is to ignore that the meaning of ‘good’ is relative. To imagine that the children 
that I have worked with in Manenberg will want to be in my position is to favor my own 
upbringing and my own cultural values. We cannot truly hope to make a difference without 
extrapolating our own values from verbalized things we are trying to do.  
By assuming I am better, and therefore making the children’s’ lives better by my being a ‘good’ 
example; I have favored my belief systems over theirs, and reinforced the imperialist tendencies 
of western ideologies on a personal basis. To the west, good increased capitalistic productivity is 
‘development’, and to sit in front of those children and preach to them that they should learn all 
the things I know is to imagine that their world is inferior, and thus, not ‘good’, and 
‘undeveloped’. The west made the word ‘development’ into a word that appeared to always 
mean we were doing good work in other parts of the world without considering what kind of 
developments are happening. Who are they serving? How many people are actually benefitting 
from them? Are there differing opinions among the developing population about the goodness of 
the work being done? I had to consider all of this in my reflections during my reflective studies 
of my service work. All that thought made me question every moment of the day whether or not 
I had just wasted a lot time feeling good about myself just to find out that I might by imposing 
my values on a population already fraught with issues of its identity as a new nation, as a global 
African nation, and as a proud people who continue to be marginalized and have no power to 
change it without the help of educated people, equivalent to someone like me. I never stopped 
questioning my actions, but I never stopped being deliberate about my work with the children. I 







My family all thought it to be quite hilarious that I was going to Cape Town to tutor children. 
This is because I have never really been the best with kids. I become anxious around children, 
because I have never really known how to relate to them. As silly as it might seem, it was the 
truth, and also part of the reason why I chose the program-- to overcome my ridiculous anxieties 
around working with kids. In our group discussions, which the UCT program had set up for us 
where we could talk about our feelings about our service outside of the classroom, I was 
constantly expressing my struggles of connecting with the kids. I felt like I was not doing my full 
duty to them because I was unable to find even one of them who wanted to consistently work 
with me. 
 
The process of not only was getting to a place of trust, and a level of comfort with different kids 
was extremely challenging, but to make things more difficult, the students were on all different 
levels of comprehension. The public school system in South Africa appears to mainly be 
concerned with getting its publically schooled children through to graduation, no matter if they 
fully understand the material or not. Thus, once we got to a level of understanding each other 
enough to work, there was the task of gauging the skills of each student I was working with, as 
often I was working with more than one. I learned a lot from working with those kids. They were 
all energy, very little focus, and from a totally different culture than us volunteers. I learned a lot 
of patience in a very short period of time. Some times us volunteers would get on the bus at the 
end of the day and just pass out on the way home. Those days were exhausting, both mentally 
and physically. Over time, we all learned little tricks from each other how to get the kids of calm 
down, stop fighting, focus, and work together. One of my peers taught us how to say, “please 
listen to me” in Afrikaans, which we taught was meant to signify that we were getting fed up 
when we spoke them languages. We also learned a few of their favorite curse words so that we 
could catch them in the act of using them, catching them off guard, since they know we can’t 
understand their language.  
 
We also spent a lot of time trading stories to better understand some of the more problematic 
kids. Many of the kids were in this holiday program because they were too young for the gangs 
and home was too depressing. Some of their parents were drug addicts, certainly not all, which 
leads to the clashing of some very different personalities. They fought and yelled a lot. My skill 
in intentionally letting go of my assumptions really helped me out while I was teaching. I had to 
let go of my own opinions of their actions while simultaneously encouraging them to care for the 
time they have to be children, be in school and learn as much as they can, in hopes that they 
might one day have a small stake in this country of theirs. I had to hold back my idealisms, as it 
was not in most of their cards to be doctors and lawyers, but I did as much as I could to make 
them feel worthy of a good education and the good life it would bring them. I walked a very fine 
line between lots of natural tendencies while I was in the townships. As a teacher of young 
people, I became hyper aware of my influence on them, and my role as a rich, white, western-
educated woman. I learned to be very careful about what kinds of impressions I might be leaving 
on them when I left every day, and what memory they will have of my peers and me once we 
left. In the end, it was a tearful good bye, and we knew we had made a good impression on them, 
though I could never tell you explicitly what that meant. What I find most fascinating is that in 
the end, they taught me how to set an example because of the challenges they represented to me. 
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Selling out Africa 
 
Coming to a nation where both the third and the first world exist with a few minute’s drive of 
each other has opened my eyes to what kind of developmental work is actually being done. Is 
this nation really putting in as much effort as it should be to put an end to poverty within its 
boarders? Or is the government still enjoying the kickbacks of providing the setting for slumdog 
tourism (Odede) while also being able to engaging in corruption since everyone is more 
concerned to save the starving children rather than challenge the entire social order? I have been 
extensively trained in picking up on the fact that there are at least a dozen different ways that 
people consider the effectiveness of any kind of developmental plan. I have read quite a few 
studies that both contest and applaud the use of tourism as a means of economical development. 
While I would like to imagine that my being here, spending money here, and spending time with 
the children in Manenberg has all been an adequate use of my summer session, I have come to 
find that the ways in which I have been spending money here are really not helpful at all in the 
developmental sense. 
 
I would first like to explain my overall educational goals because I want to demonstrate to the 
greatest degree of clarity why it is I feel I have been having such a hard time being mentally 
invested the actual developmental I have been doing here for the last four weeks. My 
understanding of the current form of capitalism is that of an environmentalist. I understand the 
logical belief that it is a great system for building physical capital, jobs, and supporting industries 
in the short term, and I do not feel adversely towards people who participate in this system, 
because of course I am one of its main contributors as a wealthy westerner. I also understand the 
requirement of exponential growth that is essential for sustaining the system without collapse. 
The curve is not unlike that of the world population growth for the 20th century. The thing is that 
we live on a finite planet, with a limit amount of materials to cycle into different forms. Since 
these two ideas of the exponential and the finite are clearly opposing, it seems unsurprising that 
the human race would tend towards an entropic environment. It is the natural way in which we 
tend towards this state that concerns me so much, and it is why I am so passionate about finding 
a way to fuse the interest of societal sustainability with that of the earth’s ecologically productive 
capacity.  
 
In relation to the manipulation of ‘development’, I have drawn from my base knowledge and my 
experiences here that capitalistic solutions will never be a truly successful developmental 
practice. I brought in a pair of earrings into class for a presentation at the end of my course at 
University of Cape Town. I had bought them on a Langa township tour on my first day in Cape 
Town. I did not want to buy any trinkets or thing until after I had been in town for a while 
because I figured I would see what was out there first, considering that we had so much time 
ahead of us at that point. I bought them at the cultural center in Langa because I liked the idea 
that my money would go to support a center which facilitates skill-building and gives the people 
a place to come, be creative, and keep them out of trouble. I bought this pair of earrings anyway, 
however, because they were advertised to me as being made by people in the community, and 
therefore they representative of my participation in some form of development. In reality, I was 
just enticed by the idea of ‘development’. They word may not have been used, but the way that 
the center was introduced to me at that point in time was that it was very much a vital place to 
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nurture creative artisanal practices. No one told me that someone in that community made those 
earrings; they were just displayed in such a way that I was able to assume that. 
 
I did not think anything of that purchase for a long time, nor was I surprised to have found the 
exact same merchandise everywhere I went afterwards. As we got further and further into our 
studies, I began thinking more broadly about the things I already knew about how markets 
operate. The light bulb just went of at some point, and I realized that I was not necessarily 
helping ‘develop’ anyone’s economy, and they most certainly were not helping themselves 
further their nation’s overall developmental goals—they were just trying to survive and make a 
living. I knew this because it is literally the exact same thing being sold everywhere, meaning 
that all that stuff is bought in bulk. Things can only be produced in such great quantity if they are 
mass-produced, meaning that they are made at the cheapest possible price. There was no genuine 
artifact that I saw on Green Market Square; it is most likely that only a few companies made all 
that cheap junk. I would bet that those companies do not even produce that junk in South Africa, 
but probably in a country with less unemployment, and even lower wages. These things are 
mass-produced because there is a market for them here: Me. I wanted the cheap African junk to 
bring home, but I was less likely to find and buy things that are unique, local, and better quality. 
Since all I needed was the cheap stuff though, the more ‘African’ stuff, and not the beautiful 
silver stuff that I could find in the States for a comparable price, there is not enough incentive for 
South Africans to attempt to make a profit off of something that would require skill, investment, 
planning, and time. It is just not feasible for those vendors, because they live in the kind of place 
those values the cheap stuff that makes for quick cash. 
 
I was also initially impressed with the vendor’s determination to tell us that they were making all 
those trinkets, crafts, and paintings themselves. Even though it was very obvious that they all 
bought it in the same place. I realized later that their insistence was based on the fact that it is the 
opacity of the market that makes marketing so lucrative. By this, I mean that the African vendors 
are betting on tourist like me believing that whatever they are selling is actually African because 
they understand the American assumption of Africa. In the same way that the words 
‘development’ and ‘handmade’ come with a set of assumptions, we will but things that are 
indicative of our interests to find tokens and trophies of our exotic and adventurous travels. 
These assumptions are used to market things to us, and we know they work because I literally 
bought into it. The vendors in the Square and in Langa both wanted me to believe that what I was 
purchasing was authentic and unique, otherwise I might continue looking for something better, 
which is what I did for most of the time I spent here. I feel as though my frustration may have 
been compounded by my lack of finding authentic and unique artisanal crafts and such, because I 
really did believe in the kind of development I thought I was supporting in Langa. It seems it 
does not exist in Cape Town, and it was quite a let down to see that my own values were not 
feasible developmental plans here. 
 
Development was just a word again, a marketing tool that prompted me to make a purchase 
without doing the adequate research beforehand. I got excited about the idea of it and jumped the 
gun, only to discover I had been a sap. While this is a trivial example of improperly researching a 
product before assessing its worth, this small purchase stuck with me over time. This purchase, 
and all the meaning I have come to put behind it, helped me to realize that things are always 
worthy of further investigation, whether or not they end up being useful for their intended 
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purposes, or for helping to paint a portion of the larger picture, providing insights about a 
situation because of their context, whatever it may be. 
 
I know is that these capitalistic practices will never be the answer, but it looks like the only 
answer right now, because enough people have bought into it. The marginalized continue to be 
marginalized because they cannot even afford to buy the bulk junk that has already flooded the 
market for it to be worth it. I think the frustrations that I feel are the kinds that Frank must have 
felt at some point too years prior to writing The Development Game, I think he wrote it in a 
dramatic way to accentuate the exact feeling I have now leaving Africa. The current model does 
not work, but we keep throwing money at it to say that we tried. They when it does not work, we 
continue our insanity because we have not better answer. I believe this behavior stems from the 
capitalistic mentality that things must be done as efficiently as possible, and this implies an 
element of simplicity. As I said before, however, development is complex, life is complex, and 
there will never be a one-size-fits-all answer to poverty. For now, unfortunately, capitalistic 
thought is the dominant model, and it is an imperialistic model. Cape Town has obviously been 
made dependent on that model for survival. The West met the East there a long time ago, 
subjugated it, and left it with no other way of thinking and understanding how to help itself. 
This last thought of dependency on the dominant model is also contributive of the cynicism I 
share with Frank about the exploitation of ‘development’. To say that what I am doing in the 
Manenberg class room is ‘development’ work implies that I am developing children to be 
productive in a system that does not work in there. If colonialism and all that proceeded it has 
ravaged the authenticity of South African creativity as I suggest, and the capital economy is not 
productive for enough people to work there, then in a very pessimistic sense, there is almost no 
point in helping a few children get to college. Alas, this is not the spirit that keeps us pushing 
forward. I am passionate about developmental work, and building alternative solutions that work 
better in culturally and economically different places. I have found one way that does not work, 
and as Edison said in reference to the trails the yielded his first light bulb, “I’ve not failed, I’ve 
just found 10,000 ways that won’t work” (Elkhorne).  
 
After having made my initial analysis of this state of informal business in Cape Town, I would 
have liked to learn more about what kind of South African entrepreneurial businesses found 
success. If time would have permitted and I would have tried to speak more with the café owner 
in Manenberg who started a small business by providing a place for drug addicts to come, sober 
up, and work for a pittance making cakes and coffee in his tiny operation. I would have liked to 
learn more about the story of the family who started a community restaurant in their kitchen, 
which later consumed three surrounding lots after they formalized their business, and now serves 
as a staple for Langa township tourism. I want to know about the tenacity of these kinds of 




I learned to suspend all my beliefs of my supposed cultural superiority, unlearn the dominant 
systems of knowledge that have dictated what I value and what I refuse to understand (Kapoor). 
By finessing this skill, I have become much better at listening to people, and really empathizing 
with what they need and feel. I think this skill with prove to be the most useful skill in my 
repertoire not only as a consulting or marketing professional and a leader, but also in my 
 239 
personal life, conversationally, and emotionally. I already know that it has helped me because I 
already have a more balanced tone of argument in my class discussions this fall semester. In 
South Africa, I was already able to see that I had become more emotionally intelligent through 
my mentally self-reflexive exercises. After returning to the states, I almost feel like my peers are 
about to crack up them have become so stressed, and it feels almost surreal to me how capable I 
am of keeping my cool and working through my days in a collected fashion despite the fact that 
this is the busiest semester of my college career yet. 
 
I believe my background of having done in-depth sociological and scientific analysis of how 
humans relate, change, and are changed by the environment helped me to reach this higher level 
of emotional intelligence faster than my peers did in South Africa. However, after having grown 
so much as teacher and an advisor of young minds, I believe now more than even in my ability to 
navigate the challenges that come with being a team leader and mediator. I have developed the 
mental stamina to facilitate real growth in others in addition to myself. My excellent researching 
methods and analytical skills helped me to gain the traction from the studying I did at UCT, and 
the soft skills I learned from the service experience with the children have provided me with 
tools that I will carry over into everything I do in my professional life. They are universal skills 
for collaboration, analytics, field research, and whatever else I may find myself doing in the 
future. I did not learn what form of community development is best for South Africans, or any 
society in the developing world. I am not entirely sold that the development that has worked in 
America will continue to work indefinitely. My experience in Cape Town has prepared me to 
tackle all the challenges on the world to come, whether I find myself leading a team for an 
environmental campaign, or constructing a market development strategy for a private employer. I 




Sample 5: Integrative Biology / Global Studies Double Major—Stockholm, Sweden 
 
A few months ago, I spent a couple evenings in a class designed to help me take full advantage 
of my study abroad experience, but I hadn’t even left yet and I could not imagine the mysterious 
adventure that was laid out before me. I wondered what it would be like to look at the 
experience—and myself—from the other side, when studying abroad in Sweden was part of the 
past, not the future.  Even as the thought came to me, it was almost immediately pushed away, 
because I knew that I could not anticipate what kinds of things would happen before I reached 
that point. Now, more time has passed since I returned than the duration of the trip itself, and I 
am solidly established in “normal life.” Much of what I experienced is now stored in my mind as 
static memories and past-tense stories, rapidly fading and rarely recalled. But there are other 
things that I carry with me in a much more significant way, ideas that have have taken root in the 
most essential part of me, growing and changing as I do. 
 
One of the most important aspects of this experience for me was centered on the environment: 
how we use it, how we relate to it, what we want from it, and what we need from it. Some of my 
experiences were more subjective, more personal; they changed the way I feel about nature as an 
individual. Others were more objective, more a realization of the way the world works. It’s 
amazing, really, how much you can learn by being somewhere, observing it, experiencing it. 
When I think of the most impactful parts of the trip, images of Tarfala are the first that come to 
mind.  A half-dozen little red cabins nestled into a remote valley in Sweden’s ancient mountains. 
A sky always filled with sunlight, blushing just slightly as the sun dipped at midnight to stroke 
the mountaintops before continuing its orbit around the horizon. Humble little flowers struggle 
into existence as the snow finally began to melt away in July. The thundering of a meltwater 
river, hidden from sight beneath hundreds of feet of glacial ice. Ubiquitous white snow, glittering 
in the sunlight and crunching beneath my snowshoes. 
 
I’d never been to a place like this before, and it instilled in me a new respect for nature and a 
desire to immerse myself in it more often. The people around me also influenced this—some of 
them were experienced hikers and backpackers and were eager to explore the places we visited. 
One friend spoke with something approaching reverence about the Laponia National Park, 
calling it his favorite place on earth. Another girl was going to return to Sarek National Park, 
after the course was over, to backpack with her friends. They had a body of experiences that 
none of my other friends have—and their keen observations about nature helped me to see the 
landscape from their eyes. 
 
I think that Swedish culture holds nature in high esteem, and it is evidenced not only in their 
passion for the outdoors, but even in city planning. Stockholm is regarded as a leader in 
environmental innovation and green city planning. Perhaps the most tangible way I experienced 
this was in the beautiful greenspace around the dormitories I lived in. I would often go for 
spectacular runs, feeling as if I had the city far behind after just a few minutes. An expansive 
park lay to the south, spanning the distance between the university and the residences, filled with 
trails that wound through meadows, among the woods, past ponds, by gardens, and along the 
shoreline. And to the west of the dorms was a humble arboretum and park with stunning views. 
It was bright until late in the evening, and several times I thought back on an apt phrase used my 
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one of my teachers: “glorious Swedish summers.” With the verdancy, the comfortable 
temperature, and the long hours of light, it truly was a beautiful summer. 
 
The Swedes were definitely not unappreciative. Summer for them is not just an escape from the 
cold, damp, and dark winters; it is a time meant for relaxation, for leisure, for family. People 
took weeks off work in the summer, escaped to their vacation homes in the archipelago or the 
countryside, and spent time with their families. It’s inconceivable to spend all summer working, 
and they truly believe that the time off replenishes your energy and makes you a better worker. 
This was very progressive compared to the United States, where people often don’t use their 
vacation time, work on furlough days, and even feel uneasy about taking time off work to relax. 
It also seems much more common for a middle-class Swedish family to own a second home than 
in the U.S. The summer, in fact, is so sacred that the final paper for the class wasn’t due until 
over a month after it ended, purposefully designed that way so that the students could “enjoy the 
rest of the summer.” This entire attitude revolved around nature, the beauty of it, and the belief 
that time spent in it is restorative. 
 
While my experiences with the cultural side of the environment—how we enjoy nature and 
weather and what it means to us—were personally formative, I also came to a better 
understanding of how societies use the environment on an industrial level. One very visceral way 
of experiencing this was actually going to the sites of extractive industries and energy 
generation, observing them, learning about the engineering, and analyzing their histories and 
their futures. Walking in coal and copper mines, for example, was beyond any experience I’ve 
had before, showing me with stark realism the cost of modern technology, of modern luxury.  
I also co-wrote a paper about the effect of wind energy development on the environment and 
local communities, which was a fascinating endeavor that unveiled a few paradoxes and 
interesting catch-22s. The most obvious of these is that wind energy has been developed and 
designed to operate harmoniously with nature—to harness its energy without destroying it—yet, 
there are still emissions associated with wind power, and its presence can negatively impact local 
ecosystems as well. Interestingly, there are many who oppose the technology on the basis that 
the presence of wind power plants disrupts the visual landscape, really showing that even when 
we want to preserve the integrity and health of the environment, we ultimately end up altering it. 
It’s often hard to tell whether this alteration is a bad or good thing, further complicating the 
debate. Off-shore power plants, for example, can cause barrier effects and create new underwater 
habitats, which could be positive or negative depending on the species in question.  
 
Wind energy, among a few other industries booming in Sweden right now, can also foster 
complex social and regional tensions. Beyond the simple North-South schism I noted early on in 
the course, there also exists intense tension between the indigenous Sami people and the 
extractive industry (and by extension, the Swedish government, which is interested in the 
economic growth promised by mineral extraction and energy development). About 10% of the 
Sami people subsist at least partially off reindeer herding, which requires vast amounts of land. 
Their culture, traditions, lifestyle, and communities are all tied up intricately in the practice, and 
the majority of them choose to continue with herding despite a high level of stress and low 
revenue. From what they said, it seems to me that the sense of peace and harmony with nature 
are a huge part of this decision. As one young woman said, “When you spend every night around 
a fire you built with the wood you cut from a tree… it’s just not as stressful as all these other 
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things.” Another young man really seemed to relish the peace and solitude of hiking through the 
mountains in the summer, saying it was a part of the year he always looked forward to. I could 
really respect and understand that, and it really brought all the abstract rhetoric about tradition 
and heritage down to an individual, relatable level. 
 
Unfortunately, though, the result of Sweden’s industrial development is a slow decline in the 
feasibility of reindeer herding. Although the North of Sweden appears to be a sparsely populated 
wilderness, in actuality, most of it is being used by people. With every new mining project or 
expansion of infrastructure, a piece of land that could be used for reindeer herding is removed 
and less reindeer can survive. This means that fewer families can partake in reindeer herding, 
and it’s reached the point that almost no one can afford not to take another job. It sounded so 
stressful and painful to hear some of them talk about it sometimes, especially because they are 
nearly powerless and voiceless in the decision-making processes involving land use.  
Of course, there is a glaringly obvious element of complicity here: not just among the “outsiders” 
(including myself) but also among the Sami themselves. Reflecting on this led me to write this 
part of a journal entry: 
 
“The theme of conservation/preservation versus exploitation was significant in this course, and 
often a source of paradox. For example, many Sami people have lost their traditional herding 
land to industry. Yet, they’ve decided to make the most of the opportunities that new activities 
offer, and have even historically left herding to work in mines. Interestingly, we had our own 
experience with this in the fieldwork component of the course: On Thursday, we met and heard 
from two young Sami women in a museum at Laponia National Park, and on Friday saw their 
names and portraits on the list of guides at Porjus Dam. Basically, they were two Sami herders 
who worked to promote the preservation of traditional Sami lands and, simultaneously, a dam 
that had destroyed traditional Sami land at the time of its construction. As strange as this seemed 
at first, I wouldn’t really call this hypocrisy or duplicity—more just adapting to reality and 
holding competing interests. To be certain, new industries can bring new economic opportunities 
just as they can destroy traditional ways of life; yet who is to say which way is better? 
 
“Another similar example was at the Aitik open-pit copper mine, when, during the tour, some of 
my classmates ‘protested’ by remaining in the bus at some of the stops and purposefully not 
posing for group pictures. Yet, while they sat on the bus, they scrolled through their iPhones and 
listened to music with their headphones in. It really highlighted for me the inescapability of 
having negative environmental impacts—while we might disapprove of carbon-intensive, 
environmentally detrimental mineral extraction, we cannot divorce from heavy metals without 
renouncing our way of life.  
 
“I’ve been thinking a lot about the ‘single story’ while I’m here. It’s been really common that, 
when talking about the environment and the Sami, the narrative focuses on victimhood and 
exploitation. When companies present themselves, they usually emphasize economic growth and 
technological innovation. And both storylines leave little room for conversation, and offer little 
guidance on how to actually exercise social responsibility. So while I can’t really say that I’ve 
learned all the answers and know how things should be done, I have learned to appreciate 
varying and multifaceted perspectives on development, which has in turn helped me recognize 
how difficult it can be to even distinguish a socially-responsible course of action.” 
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This really dives into the heart of what I took out of this course in terms of professional 
development. Industrial development has led to enormous increases in the quality of human 
lives. It’s also been conducted unsustainably; so unsustainably, in fact, that the last 300 years (a 
tiny span in human history and infinitesimal in geologic time) have produced destabilizing 
environmental degradation that threatens to upset this new world order in its infant phase. It has 
also radically changed cultures and lifestyles, sometimes stripping people of the things that make 
sense to them and the lives they know. I’ve learned so much more about this, and I’ve seen, up 
close, how people deal with this—whether it was the Kiruna Municipality deciding to make the 
most of its forced relocation and reinvent itself, mining and energy companies emphasizing 
progress and prosperity, or Sami people adapting to opportunities and challenges that would 
daunt anyone. I haven’t come across any hard-and-fast solutions to the difficult problems 
confronted in this class, but I have gained a strong sense of the depth, complexity, and humanity 
in them. 
 
Going forward, I know that these lessons will continue to mean a lot to me, and will serve as a 
reference point to help me develop personally and professionally. I will continue to consider that 
there is never a single story and aim to understand multiple perspectives. I’ve become aware that 
even good solutions often do not exist, and that, because of this, decisions about development 
should be made with sensitivity and diligence. And I’ve definitely come to love and respect the 




Sample 6: Nuclear Engineering—Stockholm, Sweden 
 
Summer Abroad: Understanding the World in the Reflection of Its People 
  
In the summer of 2015, I spent a total of six weeks studying in Sweden and traveling around 
Europe. Taking advantage of this unique opportunity, I learned a lot by the experiences I lived, 
like seeing famous sights, eating traditional foods, and getting to know people with backgrounds 
completely distinct from mine. However, further reflection on these moments allowed me to dig 
even deeper into what I was able to experience and take away lessons that I plan on using to have 
a successful future. In this essay, I will look back at some of the more memorable experiences I 
had abroad, and how each of them taught me something valuable and influential in my 
development as a student and as world citizen. 
 
I first arrived in Sweden in the morning of June 4th. For the first few days, I stayed in Stockholm 
by myself without anyone involved in the course I was going to take. Upon my arrival, I knew I 
had to get to a certain address (the place where I would stay for the first 3 days), but had not 
really planned a way of getting there from the airport. As soon as I got my luggage, I found an 
information desk, where the man working gave me great tips on how to reach the city center 
from the airport, and also where I could exchange American dollars for Swedish crowns. I 
followed his guidance and, after a little struggle with the subway, was able to find the station I 
needed to go to. Once I found the station, I needed to call the owner of the place I was staying at 
so he could take me to his apartment, as had been previously arranged. However, my phone did 
not work over there, and the few public phones I found were not functioning either. I struggled a 
little longer trying to find somewhere that I could connect to the Internet, but wasn’t successful. 
Finally, I saw no other option than to approach someone and ask to use their phone. I was a little 
reluctant to do this since I had been told that Swedish people were very private and did not 
normally welcome interaction with strangers. I decided to ask a gentleman at a bus stop if he 
would mind me making a call, and somewhat to my surprise, he was very willing and helpful. 
Shortly after I met with my host and was able to reach my destination. 
 
The first few days were very strange. The jetlag had me very confused time wise, and I would 
feel hungry and tired at very odd times of the day. To my luck, in Sweden almost everyone I met 
spoke English very well, so ordering food and getting around was not a big problem. On my first 
full day in Stockholm, I decided to explore the city, without any planning. I got off the subway at 
the central station, and with only a map of the city in my pocket, started to walk towards 
anywhere that seemed interesting. I think it was a great way to get a first glimpse of the city. It 
was an early Swedish summer day so the weather was still a little cold, but sunny and beautiful. 
During my walk, which lasted over 3 hours, I walked through busy markets, calm residential 
neighborhoods, business districts, public parks, high-end shopping malls, and water front 
walkways. That first unplanned interaction with the city was a great way to see the people of the 
city, how well they dressed, and how good they generally looked. Between a mixture of seeing 
new things and being surprised by finding familiar stores and restaurants, I was able to get my 
first taste of what the beautiful country of Sweden was like. 
 
Reflecting back, I’m glad that my very first experience in Europe turned out the way it did. 
Getting to know a city without any planning was really revealing. I was able to see some of the 
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things that the real people of Stockholm did on a regular day, instead of just visiting the famous 
touristic attractions. Walking without a destination around a major city, which spoke a language 
that I do not speak a word of, also showed me that I am capable of fending for myself in a 
completely unfamiliar environment. Any sense of insecurity I had prior to my trip went away, 
and it really helped me as I later travelled through a number of other cities in Europe in a similar 
situation.  
 
One of the main learning goals I had set for myself before travelling was to get familiar with the 
European higher educational system, especially in the graduate level. The reason for setting this 
goal was to confirm to myself that pursuing a master’s degree in Europe was a good idea. As I 
have not yet decided if I want to stay in America or go to Europe for graduate school, I have 
being doing research on programs in both places. In my experience thus far, looking in the 
Internet at programs for Nuclear Engineering in the US is a little frustrating, as the information 
available at each university’s website varies greatly. A lot of times it is difficult to even find 
application requirements and deadlines, let along research done by professors. 
Once in Stockholm, I talked to some professors at the host university and found out about the 
program they have for master’s degree. The program’s website is far more complete and 
informational than the webpage of any of the universities in the United States that I’ve looked 
into. They describe with detail what the student can expect from the program in terms of 
academics, professional opportunities, costs, application process and so on. There is even 
testimonial from students who have previously participated in the program giving their personal 
input on the experience. 
 
As I go through the process of finding graduate schools in which I want to apply, I wish that 
American universities would take the example set by this media source I found in Sweden and 
made the information about their program more accessible and easier to understand. 
Nevertheless, I found that this would be an opportunity for me to directly apply something that I 
saw abroad to my home environment. I have already talked to my department’s coordinator and 
offered to help develop a similar platform for the graduate program here at Illinois. Hopefully 
this will be the first of many experiences that I learned abroad that I will be able to apply to my 
home university.   
 
Another aspect of my learning goal was to see a little of how the university environment was like 
in Europe. To accomplish this, I decided to pick a random spot on a college campus and observe 
people as they went about their day. I actually did this observatory exercise in Switzerland, not 
my host country, but one of the places I most wanted to visit while in Europe. As my goal was to 
gain some knowledge of how graduate schools work in Europe, I scheduled a visit at the 
Polytechnic University of Switzerland in Lausanne. I arrived on the campus a few hours before 
my scheduled meeting in order to see a little of what the day-to-day life was like for students. 
At first, I noticed that the campus was much more compact than typical campuses that I have 
visited around America are. It wasn’t necessarily small, but all the buildings were 
interconnected, which honestly gave me the impression of making things much more practical 




I decided to find a place to eat lunch, and near the center of campus there was a very nice 
looking water fountain, with a lot of people hanging out around it. After purchasing a sandwich 
and a cold drink (that day was unbelievably hot, record highs for the city), I found a spot on a 
stairway with a good view of the fountain, and ate my lunch while watching people. Almost 
everyone there was in a group of 2 or 3 people. The setting was very relaxing, no one seemed to 
be in a hurry to leave, and it felt like all the people there were not very stressful (once again, 
something very different from UIUC, especially being the end of a semester at a technical 
university). Midway through my lunch, a new group of 3 friends set by the fountain, and one of 
them started playing his guitar. It was a nice compliment to the environment that we were all in. 
It was clear that everyone there was in a good mood, or at least demonstrated so. Some people 
were enjoying their break to take a nap under the sun, others were telling jokes and laughing out 
loud among themselves. 
 
All in all, it was a very pleasant way to spend time observing some of the habits of the local 
students. After talking to more people, as I expected, it became clear that student life wasn’t 
always relaxing and easy going as it seemed from my brief experience over lunch, but I got the 
impression that students are in general more laid back than what I currently am at UIUC, and that 
sure sounds like something I could get used to.  
 
Even though I saw some amazing places during my trip and experienced a wide variety of 
cultures, I would have to say that the best part of my experience abroad was meeting the people 
that I met. One of the best days during my time abroad happened on the third day of the course. 
We had already spent a couple of days together, so we were starting to get to know one another, 
but most of the time we had spent together up until then were in a more formal, school setting. 
On the third day, it was the birthday of one of the guys from Spain, and the next day was the 
birthday of one of the Polish guys. So, to celebrate, we gathered near the lake at the campsite we 
were all staying in. The weather was very pleasant, slightly colder than one would expect from a 
summer day, but nice nevertheless. During the Swedish summer, the sun never truly sets. It does 
get dark around 11 pm, but a few traces of sunlight can still be seen throughout the entire day. 
We decided that we should get together after dinner, and so around 10 pm people started 
gathering around a little beach there. One by one, the crowd started growing. Someone found a 
spot ideal for a bonfire, and it was a great idea considering the amount of mosquitoes and the 
relative low temperature that night. 
 
It really looked like a scene from a movie. About 30 people, from 15 different countries, just 
hanging out and getting to know one another. There was background music playing, mostly pop 
songs. The smell of the burning wood was quite pleasant, but it deeply infused into the clothes 
we were wearing (this was a topic of conversation the next day). Mosquitoes trying to ruin the 
night, but failed to do so, as the moment was too good to be disrupted by bugs. 
The funniest part took place we when decided to sing happy birthday to the 2 guys becoming a 
little older that day.  The first guy was from Spain, so naturally we sang (or tried) to do it in 
Spanish. Then, the Polish guy had his turn in his native tongue. But it didn’t stop there. English, 
French, Portuguese, Hindu, Japanese, Korean and Swedish were some of the other versions of 
the celebratory song heard that night. Every time someone attempted to sing it in a language that 
wasn’t his or hers, a burst of laughter could be heard from quite a distance. We stayed there until 
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sunrise, which happened just before 3 am. In that simple, inviting environment was the day I 
started some lifelong friendships. 
 
That one night I saw that people with different religions, people who spoke different languages, 
people with different skin colors, and people with completely different backgrounds can have a 
great time, disregarding any apparent differences between them. If the whole world decided that 
the most important thing is to have a good time, like we did that one night, I think that we would 
live in a planet with a little less tension and unnecessary violence and disagreement. If I could 
choose one thing that I learned abroad to teach to my peers here in the US, it would be to be 
more open to people with different cultures than them. Interacting with someone from a place 
you know little to nothing about is not only extremely enlightening, but can also lead to 
unforgettably funny moments and memories that I know I’ll cherish for many years to come. I 
also think it is part of our social responsibility as a planet to be more welcoming to foreign 
cultures. We live in a world that is completely interconnected via media, information, industry, 
and other channels, so allowing for everyone to express their feelings and believes freely is a 
must in order for our species to continue to evolve. 
 
The nature of the program I participated in did not allow for a full immersion into the Swedish 
culture. Although I did get to spend about 20 days in the country, the course was taken by 
students from all over the world, so some of the traditions of the Swedish people may have 
slipped by me. Therefore, I interviewed my friend Mikael Fernberg, one of the few actual 
Swedes that took the course with me. I chose to interview him mainly because he was the one 
Swede that seemed very receptive of foreigners, and the one who at the beginning tried to 
interact with me the most. The conversation took place one afternoon after our class was 
dismissed. The campsite where all the students stayed at was about 2 miles away from the place 
we had the classes, so the daily walks back were always a good opportunity to talk and pick the 
brain of my colleagues. 
 
I started by telling Mikael that while in America I had heard that the Swedish people in general 
were very reserved and did not chase much contact or interaction with strangers, and that he had 
surprised me by being so kind and curious about me and the rest of the American students that 
were there with me. His expressions made it seem like that was something that he heard quite 
frequently. He told me that his father was from Iceland, and that is where he got some of 
His hospitability. He went on to say that he too thinks that most Swedes are very private and 
unwelcoming of voluntary contact with strangers, though he couldn’t give me a good reason for 
that other than it just being the way people acted.  
 
I then asked him if he thought there was any difference between people from large cities such as 
Stockholm and people from smaller villages such was the one our course took place in. He said 
that the people from the countryside were generally more open to engaging in conversation with 
strangers. I had already sensed that in the first few days I was in Oskarshamn, and upon further 
observation, I noticed that the trend Mikael described was mostly accurate. 
 
This interview, along with the rest of the contact I had with the people who took the course with 
me, definitely helped me change my perception of the people I encountered. I learned that the 
best way to get to know someone is to talk to them, share stories and experiences, and only then 
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form an opinion about someone. Even though some cultural stereotypes were sometimes true, 
prejudging someone based on what popular belief says is definitely not a good way to approach 
people, who usually surprise you once they tell you who they are. 
The time I spent in Sweden taking the course, as well as the time I spent traveling around Europe 
by myself, were incredible experiences that taught me a lot about global learning, and also 
helped me fulfill my learning goal of seeing what I can expect if I do decide to go to graduate 
school in Europe. 
 
The media source I found was a website from one of the programs in Sweden I looked into. The 
site was very well designed and provides a clear source of important information for potential 
students. I also found similar webpages in other countries that I visited, which showed me that 
the European universities are really making an effort to recruit students from around the world. 
During my course and also through my travels, I met students from every continent on the planet 
(other than Antarctica) that are currently participating in the programs I’m interested in. This 
idea of having an experience in such a global and diverse setting is something I definitely am 
looking forward to. 
 
When I performed the site observation exercise, once again I was pleased with what I saw; a 
college campus in the middle of one of the most beautiful natural settings I had ever seen, the 
shore of Lake Geneva. I decided to observe what a typical lunch hour was like there. What I 
found was a peaceful, friendly, and easygoing environment. It was evident that the people there 
were using their lunchtime to relax and have a good time before going back to work or class. It 
felt very welcoming. 
 
Finally, the interview I did with one of the friends I made while in Sweden was quite revealing. I 
was able to learn why different people from different areas of the country may have a different 
behavior towards strangers, and also why he was so friendly with us foreigners. More broadly, it 
showed me that no matter what I’m told about certain people or a certain place, I should never 
make any prejudgments before getting there and seeing what it’s like for myself. Only then am I 
in a proper position to form an opinion about a place or its people. 
 
All in all, my experience was truly life changing and unforgettable. I met wonderful people who 
I hope to remain friends with long into the future. I saw amazing places that I had always wanted 
to visit, and many others that I had no clue they even existed and yet made me want to come 
back to as soon as possible. The time I spent abroad gave me certainty that I should pursue my 
dream of living in Europe, and hopefully my actions while there will allow me to accomplish this 
in the near future. Overall, I can’t imagine any way that comes close to being as good and 
memorable to someone who wants to experience global learning as a study abroad experience 
does. 
 
 
 
 
 
